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Introduction

Steve Walsh and Steve Mann

The main rationale for this handbook is to provide a comprehensive overview of English Lan-
guage Teacher Education (ELTE), drawing on perspectives from the related fields of Applied 
Linguistics, Education and TESOL. The handbook seeks to identify, discuss and raise awareness 
of key issues and practices in education, training and in teacher development. The 39 papers 
assembled here offer insights into the range and detail of current practices in ELTE and associ-
ated research. We hope that the handbook offers a resource for teacher educators and research-
ers interested in the design, implementation and support of teacher-learners (TLs) in teacher 
education provision.

Our association and professional collaboration extends over 30 years. During this period, 
we have often been in contact to share and discuss ideas about teaching and teacher develop-
ment. More recently, we have shifted our focus to writing and research, resulting in a series of 
publications (see, for example, Mann and Walsh, 2013, 2017 and Walsh and Mann, 2015). During 
this collaboration we have made contact with ELTE professionals who have been important 
in our own development as ‘educators’. We have also re-connected with previous collabora-
tors and mentors. This has made the process both collaborative and rewarding. The excellent 
contributions made by authors in this volume have enabled us to offer here what we believe to 
be a significant resource for ELTE and ELTE research. At this point, we would like to extend 
our sincere thanks to all the authors who have helped to shape, refine and polish our collective 
thinking and writing. Without them, this volume simply would not have been possible.

There are, we believe, a number of unique features in this collection. In all chapters, there is 
some reference to data: regarded as any evidence drawn from the classroom or training context 
and which enhances understandings of professional practice. Examples in this handbook include 
video recordings, transcripts, tasks, vignettes and so on. We could extend this range to include 
a piece of material, a conversation with a student, a test score; in short, anything which comes 
from an educational context and which can help us to reflect on and improve our practice. The 
chapters all include specific steps, procedures, frameworks, tools, and tasks for involving teachers 
in professional development. By including data, we aim to encourage new thinking and innova-
tion and to make strong connections between the theory and practice of ELTE. The guidelines 
we offered to contributors encouraged them to make explicit such connections in their ELTE 
processes and to make the detail of their innovations clear; contributors were asked to focus on 
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concrete processes or practices, to pay attention to how they work with teachers, and to high-
light which topics and resources they used.

A second feature of the handbook is an attempt to move away from ‘survey only’ type 
chapters. While surveys certainly have their place, and many handbooks make extensive use of 
surveys of the field and state-of-the-art reports on a particular topic, we have included other 
approaches. In addition to the use of data in many of the chapters, we incorporate examples of 
materials, extracts from teacher training curricula, tasks, frameworks, examples of reflective tools, 
and so on. In this way, we hope to have made the processes and practices of ELTE as transparent 
and vivid as possible for our readers.

Any research or professional practice concerning ELTE cannot ignore context. A third fea-
ture of this handbook is to offer a cross-section of ELTE in a range of contexts and using a 
variety of approaches and practices. We hope that readers will gain valuable insights into the 
ways in which English Language Teacher Education ‘gets done’ around the world. A quick look 
through the list of contributors gives some idea of the range of contexts featured in this hand-
book. Contributions were sought from both established and early career writers who work in 
ELTE around the world; readers will notice that more established authors are often paired with 
less experienced researchers in order to offer a range of insights into a particular issue or topic. 
We also sought out those teacher educators who we believe are working at the cutting edge of 
teacher education and taking the field forward.

In this way, we anticipate that the readership will be truly international, as the handbook is 
useful both to professionals working in established geographical settings such as the USA and 
Europe, but also in lesser represented contexts such as, for example, South East Asia, Africa and 
South America. Our broad aim is to offer both a ‘snapshot’ of language teacher education around 
the world, while, at the same time, pursuing key issues which have relevance in any context. 
The upshot of this approach is that this handbook will hopefully have broad appeal and offer 
something for any professional engaged in ELTE or ELTE research.

Organising principles

This handbook follows three sets of organising principles. The first, and most obvious, are the 
six thematic Parts that give the resource its structure. The second is a number of key ‘strands’ 
that run through the whole book and inform each chapter. These strands are based on what we 
believe to be fundamental to contemporary second language teacher education. The third set 
are the guidelines given to authors to provide cohesion within each chapter while maintaining 
coherence and a certain amount of flexibility across the handbook.

In terms of the first set of principles, by organising the 39 chapters into six distinct thematic 
Parts we wanted to achieve the feel of a journal special issue for each Part. The most obvious 
way of understanding this handbook is through the six thematic Part headings which unpack 
‘ELTE’. It took us some time to arrive at these organising themes in attempting to do justice 
to the range of knowledge, skills, practices and research in our field. We are aware that there are 
other ways of ‘cutting the cake’ but we feel that this range of perspectives represents the key 
dimensions of the field. We begin with an overview of current debates, paradigms and trends, 
followed by the core contexts for teacher education. We then differentiate various perspectives 
on language before moving on to focus on pedagogic knowledge and the processes and prac-
tices of teacher education. In the final Part, we unpack the ‘T’ in ELTE, with a sustained focus 
on the teacher.

Steve Walsh and Steve 
Mann
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In addition to these six themes, we believe that one of the important strengths of the hand-
book are the key ‘strands’ that run through the whole book and inform each chapter:

• The language learner. The first priority is the centrality of the language learner in the process 
of ELTE. This is fundamental and each contribution needed to consider how teacher edu-
cation actually relates to language learners.

• Reflective practice. This is crucial for us (see Mann and Walsh, 2017), as we believe that teacher 
educators should support and scaffold RP.

• Data-led. We have already highlighted this as a ‘unique feature’ of the book, but it is also one 
of the strands which runs right through each chapter.

• The use of technology. Making clear the ways in which technology is having an impact on the 
teacher training process and language learning in and outside the classroom.

• The processes of working with teachers. We take it as given that when something is being ‘taught’ 
in teacher education, there is always one eye on language learners in the actual classroom. 
This ‘loop’ aspect is particularly important for areas of teacher knowledge and classroom 
methodology.

• Critical perspectives. Many of the chapters adopt a critical stance on a particular issue, high-
lighting current debates and dichotomies in an effort to provide readers with a more bal-
anced perspective.

In order to maintain the coherent and cohesive structure outlined above, we provided the 
contributors with a suggested template, connecting existing research to specific ways of working 
with teachers. We invited contributors to follow these sub-sections:

• Survey: current perspectives on a particular theme or issue, based mainly on the existing 
literature.

• Research: where appropriate, extracts of data are used to illustrate the chapter focus and 
highlight the main issues in ELTE.

• Applications: a more practically oriented section that considers the practical issues relating 
to the chapter focus and includes data and evidence.

• Further reading: three to five key texts are highlighted and annotated, along with useful 
web links.

Structure and content

In writing a handbook on ELTE, it is clearly impossible to include everything and do 
justice to the various bodies of literature which inform the discipline. We have tried to 
balance core or established topics and approaches with the recognition that the ELTE field 
is changing. Although the majority of writers are well known (and in some cases actually 
retired), we have also included innovative contributions from relatively new voices in our 
field. We hope that this has helped to maintain a balance between some of the better-
established and widely accepted theories and practices of ELTE in addition to providing 
space for some new, and perhaps controversial, ideas. This is particularly relevant in the way 
new technologies (e.g. screencapture, ePorfolios, digital video tools) are creating new pos-
sibilities in ELTE. The six Parts, together with the chapters which make up each one, are 
now summarised below:
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Part 1

The overview Part has seven chapters covering a range of themes which we consider to be cen-
tral to ELTE. The opening chapter (Freeman, Webre and Epperson) was actually one of the last 
to be written. The question addressed in Chapter 1 is: What constitutes the knowledge base of 
ELTE? In particular, the authors argue that the prevailing ‘ELTE-packaging’ view of knowledge 
needs to be re-thought; rather, we need to know what constitutes the knowledge base for both 
teachers and teacher educators, and develop understandings of how the process of curating these 
ideas operates.

Much of the work in the handbook is located in a sociocultural theoretical (SCT) 
framework, as outlined by Golombek and Johnson in Chapter 2. Their Vygotskyan SCT 
(VSCT) perspective on ELTE provides an overview of key principles and concepts to 
demonstrate how VSCT might be used to inform the practices and interactions of ELTE 
programmes in systematic ways.

One of the key strands of the handbook is Reflective Practice (RP). In Chapter 3, Farrell 
discusses how SLT educators can encourage learner teachers to become reflective practitioners. 
The chapter outlines how educators can make use of technology, critical friendships, team-
teaching, peer coaching, dialoguing, service learning, writing, action research and analysis of 
critical incidents to encourage learner teachers to engage in reflective practice. Another key 
strand running through the handbook is the use of technology, something taken up by Lightfoot 
(Chapter 4), who focuses on teachers and teacher educators using technology to facilitate pro-
fessional development. The chapter explores the various benefits, issues and challenges associated 
with the use of ICT.

In what he calls ‘critical language teacher education’, Gray (Chapter 5) considers how neo-
liberalism, marketization and the conditions of labour in neoliberal capitalism have affected LTE. 
Specifically, the chapter looks at the ways in which marketization has impacted an initial teacher 
preparation programme in the UK: the state sector Post Graduate Certificate of Education in 
Modern Foreign Languages (PGCE-MFL).

Of concern to anyone involved in ELTE are the ways in which programmes are evaluated, a 
theme taken up by Kiely in Chapter 6. This chapter describes the ways programme evaluation 
has developed in recent decades, and considers how this has shaped understanding, activity and 
research in the context of ELTE.

In Chapter 7, the final chapter of Part 1, in conversation, Fanselow and Hiratsuka reach 
a shared and collaborative understanding of key elements of language teacher education and 
develop several suggestions for teacher educators, including the development of autonomy, using 
classroom interaction transcripts and attending to small details in changes to practice.

Part 2

This Part allows us to focus on context, considered as fundamental to the development of suc-
cessful and appropriate training, education and development. The opening chapter (Kiddle and 
Prince) provides an overview of the challenges and opportunities that digital technology pre-
sents for teacher educators and details practical examples and explanations of digital and online 
tools and platforms. Given the importance attached to technology, Chapter 8 provides us with a 
starting point to consider important variables such as design and structure, timing, and platforms 
and tools.

We then have three chapters that consider core contexts for training (pre-service/initial, 
in-service, and CPD). Chapter 9 (Baguley) focuses on the pre-service teacher training context 
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(e.g. CELTA) and considers why the first year of teaching can be challenging. He considers the 
role of teacher trainers, academic managers, supervisors and mentors in helping the transition 
to the classroom.

Dragas then focuses on in-service Teacher Training (INSET) within ELT in Chapter 10. She 
highlights key future possibilities for INSETT courses in light of recent research in this area. 
One aspect of this chapter that is particularly relevant for Part 2 is the importance of putting 
socio-cultural context at the centre of the enterprise. This promotes teacher agency and, by 
embedding reflective practice, encourages the development of local understandings.

Hayes (Chapter 11) presents a perspective on continuing professional development (CPD), 
highlighting the relevance of teachers’ professional contexts and their personal circumstances, as 
well as ‘local’ and professional needs in any CPD design process. His discussion of key issues in 
CPD provides a framework of reference for effective practice in CPD, for teacher educators and 
administrators as well as for teachers.

In Chapter 12, Morton looks across all three contexts (pre-, in-service education and con-
tinuing professional development) at content-based approaches to language teaching. Morton 
considers training implications for teachers who teach academic content through English in 
contexts where English is not the first language of the majority of the students.

Selvi brings this Part to close with an important set of issues which concern all teacher edu-
cation contexts. In Chapter 13, he makes clear that ELTE has an important role in promoting a 
refined understanding of teacher identity, ownership of language and instructional competencies 
that move beyond oversimplified, essentialized and idealized categories. With this in mind, the 
chapter offers important practical suggestions and directions for us in ELTE.

Part 3

Moving on from a discussion of the contexts of ELTE, Part 3 focuses on the linguistic knowl-
edge of ELTE, presented in five chapters which look at discourse, classroom discourse, world 
Englishes, SLA, and the use of corpora.

In Chapter 14, McCarthy and Clancy challenge some of the prevailing accepted wisdom of 
regarding language as either skill or system. In an attempt to shift the focus to discourse, they 
consider how ‘meanings in context’ might be created. Following an extensive discussion of the 
current obsession with grammar and lexis, they exemplify the types of activities that encourage 
discourse awareness and discuss how teachers can monitor the success of discourse-level teaching.

Continuing the focus on the ‘language’ of ELTE, Sert (Chapter 15) shifts the focus to the 
study of classroom interaction. His chapter looks at the close relationship between classroom 
interaction and teacher development. Using research evidence from both initial and in-service 
teacher education, the chapter makes a case for a technology-enhanced, reflective, and micro-
analytic teacher education framework.

In Chapter 16, Snodin and Resnik consider the ways in which the global status of English 
has challenged the very subject matter of our discipline, asking how should English be taught in 
light of the changing needs of its users? Their chapter offers a critique of the principles and prac-
tices of the range of Englishes currently being used in ELTE, and discusses the challenges faced 
by educators and researchers alike. Continuing in the same vein, Pérez-Paredes (Chapter 17) 
provides us with an introduction to Second Language Acquisition (SLA) and its relevance for 
ELTE. The aim of the chapter is twofold: to expose the complexity of L2 learning research as 
a multifaceted phenomenon that transcends local practices, and to encourage language teach-
ers and language educators to survey and embrace such complexity as part of a much-needed 
transdisciplinary approach.
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Farr and O’Keeffe’s concern in Chapter 18 is to provide teachers and teacher educators with 
appropriate tools with which to analyse language. They propose the use of corpora and corpus 
linguistics as a means of facilitating teacher development in terms of content, pedagogy, technol-
ogy, and research. Based on many years of research, the authors argue that corpora continue to 
play a minor part in much teacher education, but are a resource with much potential.

Part 4

While Part 3 deals with the linguistic knowledge of ELTE, Part 4 focuses on the pedagogic 
knowledge of our discipline with a review of some of its main elements. The Part includes six 
chapters which look at teaching methods, materials and authenticity, classroom management, 
teacher cognition and expertise, difficult contexts, teacher development.

No volume on ELTE would be complete without some discussion around teaching method-
ology. In Chapter 19, Hall explores the place of language teaching methods within ELT educa-
tion programmes. The chapter asks what, if anything, a focus on methods brings to ELTE, and 
how methods might be explored in practice on teacher education programmes and courses, if, 
as is claimed, methods are ‘dead’ and ELT has entered a ‘Postmethod’ era.

Gilmore (Chapter 20) explores the complex issue of authenticity in language learning and 
outlines some of the reasons for its growing importance in the field. By way of exemplification, 
sample materials are provided to illustrate how some of the principles of authenticity highlighted 
in the chapter can be realized in a genuine classroom context.

For Buchanan and Timmis (Chapter 21), a major issue on teacher education courses is the 
ill-defined area of classroom management. In their chapter, the authors demonstrate how the 
construct is treated variously across a range of contexts (including on CELTA and Delta Pro-
grammes). They conclude that ELTE needs to be aware of methodological assumptions when 
looking at certain aspects of classroom management; for example, they suggest that factors such 
as establishing rapport and classroom presence might need to be revisited.

Of particular interest to the discipline for some years now is the field of teacher cognition, 
which promotes understandings of classroom instruction, pedagogical effectiveness and teacher 
development. In Chapter 22, Li considers how the research in teacher cognition might advance 
our understandings of teacher expertise. Particular attention is paid to raising teachers’ awareness 
of their own teacher cognitions with a view to developing teacher expertise.

Extending our knowledge of ELTE into lesser-known contexts, Kuchah, Djigo and Taye 
(Chapter 23) examine the range of constraints on English language teacher education and pro-
fessional development in developing world contexts, focusing mainly on sub-Saharan African 
(SSA) countries. Drawing on examples of existing collaborative initiatives in SSA, the authors 
argue for greater institutional recognition and support of bottom up teacher efforts to ensure 
sustainable quality teacher education in these contexts.

The final chapter in this part of the handbook (Chapter 24) considers the complex realities 
teacher educators face in developing thoughtful and local programs of professional development. 
Clarke draws on an ecological framework and principles to balance the perspectives of research and 
practice. This is an illuminating insight into the work of a committed group of teachers working 
towards responsive teaching and innovative approaches to complex problems of practice.

Part 5

Part 5 considers core processes in ELTE. The first two chapters consider the vital dimen-
sion of feedback. Delaney considers the role of assessment of teaching and giving feedback 
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in promoting teacher development. In Chapter 25, she explores issues around assessment of 
teaching and providing feedback and shows how these processes can play an important role in 
teachers’ learning.

Copland and Donaghue (Chapter 26) focus specifically on the nature of feedback in the 
post-observation conference. They discuss a number of key issues inherent in such post obser-
vation feedback. As well as focusing on the linguistic characteristics, purposes and value of the 
feedback conference, they also suggest ways of helping participants better understand feedback.

Any teacher education process needs to help teachers to become effective materials users 
and developers. Graves and Garton (Chapter 27) identify key areas that need to be addressed in 
ELTE. They focus on learning to adapt/develop materials to meet the needs of language learn-
ers and using technology to extend learners’ language and interactions within and beyond the 
classroom.

The Part then continues with two kinds of collaborative teacher development processes: 
mentoring and team-teaching. Good quality mentoring can support the transition to becom-
ing a confident and competent teacher. Gakonga begins Chapter 28 by considering different 
aspects of mentoring and discusses how mentors might be prepared for the role. She discusses 
examples of mentoring in education, including where a mentee is assigned to a cooperating 
teacher in their practicum and also when a novice teacher is given a mentor in order to support 
their initiation into the profession. Heo (Chapter 29) then provides an overview of professional 
learning and development in team teaching schemes. She presents a data-led understanding of 
the dynamic nature of team teaching and identifies key factors contributing to successful team 
teaching practices and relationships.

The last three chapters in this Part develop the technology strand of the handbook by look-
ing at the increasing use of screen capture, video and e-portfolios in ELTE. Stannard and Sallı 
(Chapter 30) focus on screen capture technology (SCT), a tool that is increasingly being widely 
used in teacher education and language training. The chapter provides examples of how SCT is 
used in ELTE through a range of case studies.

In Chapter 31, Hüttner presents an overview of the way video resources can be integrated 
into ELTE. Video is increasingly being used to provide a record of teaching practice for feed-
back and reflection. It is also used in other important ways (e.g. providing input on alternative 
practices). Hüttner provides guidance on how video can be used effectively as a resource for the 
development of ‘professional vision’.

The last chapter in this Part features another tool which offers a great deal of promise for 
ELTE. After reviewing research, Gulzar and Barrett detail the affordances that ePortfolios can 
provide as a learning and assessment tool in ELTE. Chapter 32 provides a guide to the process 
of working effectively with ePortfolios and shows that technology can help support reflective 
processes in teacher education.

Part 6

Part 6 puts the teacher learner in focus. The chapters consider core dimensions of a teacher’s 
growth (knowledge and development, motivation and identity). The Part then looks at alterna-
tives for the support and development of teachers. We begin with the importance of teacher 
networks and then look at two forms of practitioner research (action research and exploratory 
practice). The final chapter gives us a view on the importance of leadership in creating the right 
conditions for teacher development.

Thornbury considers the role of teachers’ guides (‘methodology texts’) in the construc-
tion of teachers’ practical knowledge, as they make a transition from novice to expert teacher. 
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Chapter 33 also includes interesting insights from methodology writers considering their role as 
‘mediators’ across the research–practice divide.

Lamb and Wyatt make a convincing case for renewed consideration of the importance of 
teacher motivation for language teachers and their learners, especially as low teacher motivation 
is often a cause for concern. Chapter 34 provides an argument that protecting and enhancing 
teacher motivation should be an inherent goal of language teacher education and also make 
practical suggestions for how this might be achieved.

Barkhuizen focuses on language teacher identity (LTI), particularly on how it is theorized, 
constructed and negotiated in ELTE. The chapter also includes data from English teacher educa-
tors and explores the link between LTI and language teacher educator identity (LTEI). Chap-
ter 35 also includes directions for future research in the field.

Chapter 36 looks at the importance and nature of teacher networks in the wild as alternative 
paths for professional development. Padwad and Parnham discuss the value of teacher networks 
in creating a community that supports teachers and encourages collaboration and the sharing of 
knowledge. The chapter discusses the value of four different kinds of teacher networks (teacher 
associations, teacher activity groups, teacher clubs, and digital communities of practice) and how 
these networks are created and sustained over time.

The next two chapters provide insights into the value of practitioner research. Chapter 37 
gives an overview of action research (AR). Banegas and Villacañas de Castro provide support 
and guidance for teacher educators who want to encourage AR in ELTE (English language 
teacher education). In doing this, they share examples from teacher educators involved in sup-
porting AR.

Miller and Azvedo Cunha (Chapter 38) put the focus on the value exploratory practice (EP) 
as an alternative inquiry-based framework for pedagogy or research that prioritizes working 
to understand local puzzles, as well as ethics and criticality. They describe how exploratory 
practitioners engage in work to understand what goes on in their learning/educational/
professional environments. They also address the challenges practitioners face in the process.

The final chapter is an important insight into how leadership and language teacher develop-
ment need to be related. In Chapter 39, De Stefani considers the relationship between leadership 
practices and teacher development, describing leadership practices that involve collaboration 
and cooperation. She puts particular value of ‘flexible collaborative partnerships’ and ‘coopera-
tive development’. The chapter draws on her own experience as well as the experience of other 
language teacher educators around the world.

Using the handbook

We anticipate that the main audience for this handbook will be teacher educators and teacher 
trainers working in a range of contexts around the world and engaged in PRESET, INSET, 
teacher support and development, mentoring and CPD. We would anticipate there also to be 
considerable interest among established and early career researchers involved in teacher educa-
tion research. We also see potential readers as students on MA TESOL and taught doctorate 
degrees; most of these programmes include at least one module on language teacher education.

Different readers will have different expectations of the handbook, affecting the way in 
which the book is used. For experienced teacher educators, the resource offers new perspectives 
and new insights from a range of different contexts. Less experienced trainers and educators 
will also find value in this handbook, as they try to establish the materials, priorities and choices 
available to them in the ELTE enterprise. In addition, those involved in teacher education plan-
ning and evaluation (including ministries and publishers) might consider provision in light of 
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the contributions in this handbook. Last, it can be used by the individual teacher or researcher as 
a resource, or as the starting point for a research project. There is clearly some overlap between 
these four potential readerships, but in what follows we offer suggestions as to how the hand-
book might be used across a range of contexts.

Teacher educators working on MA programmes, Diplomas and INSET might be teaching a 
module that includes aspects of training development. The handbook offers a wide range of dif-
ferent contexts and education perspectives that would enable individual students to choose arti-
cles relevant to their contexts and interests. In this way, the handbook adds to available teacher 
education literature (e.g. Richards and Nunan 1990; Bartels 2006; Burns and Richards 2009; 
Tedick 2013; Crandall and Christison 2016) and we hope that our international, comprehensive 
and data-led collection will be useful to future educators in ELTE.

The book could be used by less experienced trainers to get a sense of what is involved in 
delivering a quality and comprehensive course or module. Such a teacher might gain insights 
into the processes, rationale and operationalization of a data-led approach to teacher education. 
Most chapters have usable and practical suggestions that would provide the basis for training 
sessions or indeed a whole module.

We also think experienced trainer educators have much to gain from this collection. We have 
certainly learned a great deal about different approaches, technologies and areas of focus. It has 
certainly made us think about the balance of courses and modules we run. It has given us fresh 
ideas and data and examples that we can weave into our sessions.

We envisage that chapters could be used in different ways as a teacher education resource. 
Obviously, chapters could be set as core reading, but they might be used as flipped content too. 
In other words, teachers read an article and come to a subsequent class with views, ideas and 
critiques of the article. In a more limited but just as potentially interesting way, teachers might 
be directed just to the data and examples within specific chapters as the basis for discussion. If a 
chapter is selected for all the group to read, they might then use the suggestions for follow-up 
reading to compare what new perspectives are offered.

We also think this resource could be the basis for designing, redesigning or evaluating a 
teacher training curriculum (PRESET, INSET or CPD). This might have particular value in 
evaluating the coverage and processes of existing provision. The handbook provides answers 
to a range of questions. What knowledge about language needs to be included? What kind of 
technology improves the education experience for teacher learners? How can I make the train-
ing collaborative and encourage sharing? How can I make the training relevant to the teachers’ 
needs and contexts? These questions related to the design and content of an ELTE curriculum 
are particularly relevant for teacher educators designing a programme which extends over three 
or four years, for example.

We also think that individual researchers interested in teacher education will find this book a 
useful springboard as a starting point for one of the various topics covered in the book. The first 
half of most chapters begins with a state-of-the-art overview of the area with key recent contri-
butions. The suggestions for further reading provide considered selections to those resources that 
the experts in that area would recommend. Other sections in each chapter offer insights into 
what constitutes data and how that data might be analysed; in short, the handbook is a useful 
resource for anyone engaged in ELTE research.

Summary

In this Introduction, we have offered some insights into the thought processes which have 
informed the rationale, structure and organisation of the handbook in order to give readers 
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some sense of how it was designed and compiled. Our aim was to make the process of put-
ting together such a collection as transparent as possible so that readers can engage fully with 
the chapters. We have highlighted the organising principles, described what we consider to be 
the key features and unifying strands of the handbook and offered an overview of the six Parts. 
Finally, we have suggested how readers might use the collection in their professional lives. We 
hope that you enjoy the final product and look forward to hearing your views – both positive 
and negative – on what has been an enormously challenging endeavour.
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 What counts as knowledge in 
English language teaching? 

  Donald Freeman, Anne-Coleman Webre and Martha Epperson  

  Introduction: defi ning communities and their knowledge 

 A handbook is a sort of community statement. It is a socio-professional endeavor in defi ning 
what counts as worth knowing in and to a particular professional community. It puts a public 
face on the knowledge and understandings that community sees as central to its work. Compil-
ing a handbook involves determining who is asked to contribute, about which topics and how 
these topics are organized, all of which refl ect decisions about the knowledge that is seen as 
important in the professional community. These determinations are, by their nature, interested, 
by which we mean they represent a point of view. They will include some topics and miss oth-
ers; they will mention certain views and overlook counter-examples. The point being that there 
is no perfect set of choices. However, examining the choices as choices – not with the intent 
of challenging or changing them – can offer insights into the state of mind of the community. 

 In this case, there are two communities involved in English language teaching 1 : the ELT 2

community and the group that is concerned with teacher education. How this second group, 
the English language teacher education community (known in this handbook as ELTE), relates 
to the fi rst, the ELT community, is central to understanding what counts as knowledge in 
English language teaching as a fi eld. While there is give-and-take between ELT teachers and the 
ELTE community, ultimately the teacher education community selects and curates what ELT 
teachers are expected to learn and know. By publishing and presenting professional information, 
by consulting on and contributing to national polices and professional standards, by determining 
what is (or is not) included in preparing ELT teachers, the ELTE community defi nes knowledge 
in ELT. The teacher education community, as it prepares people to teach English to learners 
across a wide variety of settings and circumstances, and as it supports them in doing so through 
professional development, functions as a sort of gate-keeper and sustainer of what counts as 
worth knowing in ELT. 

 This view of ELTE as curating the knowledge of ELT teaching differs from the more com-
monly exercised one in which ELT knowledge exists and ELTE simply ‘packages’ it for teachers 
to learn. These two views – of ‘curating’ versus ‘packaging’ what ELT teachers need to know – 
contrast in important ways, particularly in how each frames the role of the ELTE community. 
In the packaging view, it is unclear where (or how) the knowledge comes from. Content is 
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grouped, usually by theme or topic, to be delivered into courses and modules. This packaging 
is more historically based than rigorously systematic. As a socio-professional practice, teacher 
education is a conduit for inducting people into ELT teaching. In the curating view, teacher 
education is seen as playing a central role in selecting, promoting, and downplaying the content 
of what ELT teachers need to know. This gate-keeping role exposes questions of which socio-
professional institutions – from universities to examination boards, from professional associa-
tions to governmental bodies – are contributing to determining what the knowledge base of 
ELT is.

Inasmuch as the first move in teaching anything is to choose what is being taught, examining 
what is selected as knowledge in ELTE exposes these choices. Based on this reasoning, we argue 
that the curating function represented in the development of this handbook provides a view of 
what counts as knowledge in ELTE. It offers a snapshot of ELTE knowledge at this particular 
moment in time. A handbook is a synchronic view of what is being taken as important to know. 
This knowledge is clearly not static, however, especially in a global undertaking like English 
language teaching. The knowledge is produced by people and used interactively in a variety of 
socio-professional contexts. Capturing the broad snapshots like those compiled here can offer a 
sort of archeology of how past thinking fits into current knowledge. The topics of the handbook 
offer this form of evidence of what the ELTE community (as reflected by the editors, entry 
authors, and publisher) see as important and worth knowing.3

This chapter uses the abstracts for chapters in this handbook to examine what counts as 
knowledge in English language teacher education. We acknowledge that these abstracts are, by 
their nature, condensed forms and authors may address knowledge differently in the longer 
chapter. That said, the abstract is what the author chooses to foreground; it highlights the con-
tent readers will encounter in the chapter itself. It is part of a socio-professional exchange that 
offers a succinct preview of the text. In organizing these abstracts into categories, we examined 
the versions of ELT teaching knowledge each abstract presents. We started from a framework of 
knowledge generations (Freeman, 2016), described in the next section.

Initially we anticipated this analysis would focus on the knowledge of classroom ELT teach-
ing. However, this focus was substantially less than abstracts about knowledge in ELTE teacher 
education. Our first move was to decide whether the abstract primarily addressed knowledge of 
ELT, which nine abstracts did, or knowledge of ELTE, which 27 abstracts did. After making this 
determination, we applied the same a priori coding approach to both domains, taken from the 
knowledge-generations framework. In doing so, we are arguing that, as with ELT, knowledge in 
ELTE is not randomly organized, but that there are shared views across the ELTE community. 
We expand this argument subsequently in this chapter.

In doing this analysis, we assert three interrelated premises. First, we argue that connections 
between ELT teaching knowledge and ELTE deserve careful examination. Second, the prevalent 
view in which ELT teaching knowledge is simply a subset that defines the content of ELTE 
practices is problematic. This ‘subset’ view reduces a complex set of teacher-learning opportuni-
ties and processes to the problem of how to ‘package’ content referred to above. Third, we argue 
that this ‘ELTE-packaging’ view of knowledge needs to be rethought. We need to examine what 
is proposed as important to know for both teachers and teacher educators in English language 
teaching, and how the process of curating these ideas operates.

The knowledge-generation framework

To identify versions of knowledge, we use the framework of knowledge generations from Free-
man (2016) who defines knowledge-generations as ‘patterns in how ideas about thinking and 
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Table 1.1 Knowledge generations

Generation Key issue Versions in ELT

Disciplinary 
knowledge (what)

If this is the knowledge needed to teach 
languages, how is the knowledge 
used?

1.0: linguistics + psychology 1.1: 
+ literatures 1.2: + sociology & 
anthropology

Knowledge of 
pedagogy (how)

If this is how to teach languages, are 
differences in teaching deficits 
in knowledge evidence of 
individuality?

2.0: + ‘innovative methods’ & SLA
2.1: + Communicative

Language Teaching
2.2: + eclectic teaching; ‘best

methods’; ‘post-method
condition’

Knowledge-in-
person; in-place 
(who and where)

If this is how individuals use knowledge 
in teaching, if personal experience and 
context shape what they do, what 
do language teachers have in 
common?

3.0: PPK & identity 3.1: PCK & 
transforming subject matter 
in teaching 3.2: knowledge as 
‘contextual, contingent, and 
developmental’

Knowledge-for-
teaching 
(why)

If this is how knowledge works in the 
process of teaching ...

4.0: Knowledge-for-teaching 
languages

4.1: English-for-teaching

Source: Freeman (2016, p. 115).

about knowledge in language teaching have been understood’ (p. 115). The generations are 
summarized in Table 1.1.

As de facto socio-professional agreements, these generations characterize broadly defined – if 
tacitly held – consensuses. They evolve in time through a process akin to software development. 
Similar to a new software version, each iteration or generation replaces the existing version, usu-
ally for one of two reasons. Either it is in order to remedy a defect (or problem in the existing 
knowledge) or it is to introduce new features (or understandings). A new knowledge generation 
addresses shortcomings in the one it subsumes; these shortcomings arise out of new insights 
into, or changes in, English language teaching. It is important to note, as Freeman (2016) argues, 
that the generations are not intended to be read as a history of English language teaching, but 
rather as ‘patterns of ideas’ that develop over time. In this sense, the framework is meant to chart 
how socio-professional perceptions of what matters in ELT have shifted and changed over time.

The first generation: disciplinary knowledge

The first generation centered its focus around ‘the what’ of teaching knowledge with 
linguistics and psychology playing central roles. Knowledge in these domains served to 
specialize language teaching knowledge. Influenced by behaviorist theories, for example, 
the Audio-lingual Direct Method (ALDM) translated the psychology of the day into the 
classroom. Over time, as new teaching methodologies developed, the field began distancing 
itself from notions of language teaching in which disciplinary knowledge alone served as the 
basis. Less emphasis was placed on what was taught and more on how it was taught. The ‘parent’ 
disciplines of linguistics and psychology gave rise in ELT to the fields of applied linguistics 
and second language acquisition respectively. These shifts led to the second-generation focus 
on the how of language teaching.
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The second generation: teaching knowledge-as-pedagogy

In moving beyond language teaching as the simple application of disciplinary knowledge to 
classrooms, the next generation centered on ‘the how’ of teaching. A range of so-called ‘innova-
tive methodologies’ emerged (e.g. Community Language Learning, the Natural Approach, the 
Silent Way, Suggestopedia) (e.g. Blair 1982). Each methodology represented a self-contained 
system of belief and action with its own set of social facts. Teaching using a particular methodol-
ogy meant subscribing to its definitions of learning and language. Responding to the mutually 
exclusive – and sometimes competing – views of language teaching promoted by the different 
methodologies, Communicative Language Teaching (CLT) emerged as a common language. 
Propelled by increasing global use of instructional ELT materials (e.g. textbook series such as 
Interchange and Headway, among others), CLT moved classroom practices from belief-based to 
more generic principles of teaching. The net effect was for teachers to assert greater agency in 
individual decision-making based on their students, their classrooms, and their context.

The third generation: teaching knowledge as in-person, in place

The third generation sought to reconcile the parochial notions of closely aligned belief and 
action found in the different innovative methodologies with the catholic views of teacher 
decision-making. In doing so, the generation focused on the relational nature of language 
teaching in the classroom, and it served as a basis for teacher decision-making. Supported 
by conceptual developments in general education, notably Shulman’s (1986, 1987) work on  
pedagogical content knowledge, or PCK, the third generation positioned teachers as knowers –  
of their students, their content, their classrooms, and their teaching contexts. This view  
recognized that teachers made decisions based on who (the students in their classrooms) and 
what (the specific content), and that expert teachers drew on such knowledge to transform 
content into something meaningful for their students. Thus, the what and the how of language 
teacher knowledge became dependent upon the who and the where. Inasmuch as teaching was 
shaped by how teachers’ approaches interacted with their contexts, the notion of identity – 
both students’ and teachers’ (e.g. Kanno & Norton 2003) – developed as an important aspect 
of research in second language teaching. Ultimately, this knowledge generation pushed back 
against notions of teaching as simply idiosyncratic, contending instead that classroom practices 
varied precisely because they were socially situated and relational.

The fourth generation: knowledge-for-teaching

Attention to cross-cutting commonalities began to develop within this focus on individuality 
and teaching context. These commonalities focused on student learning and examining both 
how and why teaching decisions are made. The new generation shifts the focus away from teach-
ers and their contexts, to the knowledge needed to teach for student learning. Conceptually, the 
fourth generation builds off Shulman’s work on PCK, drawing from frameworks for knowledge-
for-teaching (e.g. Ball et al. 2008 in elementary mathematics teaching) that organize teaching 
knowledge into two main categories: subject matter and pedagogical knowledge. Applying this 
framework to language teaching (Freeman 2016), subject-matter knowledge can be seen as 
being made up of common content knowledge (e.g. teacher command of English language) and 
specialized content knowledge (language awareness and applied linguistics), while pedagogical 
knowledge is subdivided into knowledge of second language acquisition, language teaching 
methods, and curriculum, materials, and assessment. Conceptualizing knowledge-for-teaching 

Donald Freeman et al.
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in language teaching, however, underlines differences between teaching languages and other 
subject matters. The central distinction between knowledge-for-teaching versus subject-matter 
and pedagogy begins to unravel when one considers the multiple roles that language plays in 
the ELT classrooms. In ELT, language serves as both the content and the means for organizing 
and teaching that content (Freeman et al. 2015). Beyond the classroom, the content – English –  
then provides the professional discourse and means of interacting in the global ELT teaching 
community.

Knowledge generations as a framework for socio-professional 
analysis

The knowledge-generations framework provides a lens for examining the development of socio-
professional views of ELT teacher knowledge. In this analysis, we have taken the abstracts in this 
handbook as a loosely curated group of socio-professional statements. Using the knowledge-
generation framework as a set of a priori codes, we conducted a content analysis. The four frame-
work categories can be used to situate the ideas broadly, which allowed us to locate the focus 
of each chapter abstract and to surface patterns in how the abstracts represent central concerns. 
Two authors reviewed each chapter abstract holistically to identify themes and key words which 
they then categorized according to the generations framework. In the rare instances of disagree-
ment, they conferred to come to a consensus. A primary focus was identified for each abstract. 
These are categorized based on the generational distinctions outlined above and in Table 1.1. For 
example, an abstract on teacher identity and its role in ELT would align with the third genera-
tion, knowledge-in-person, in-place, in addressing questions who and where, and how ‘personal 
experience and context shape what [teachers] do’ (Freeman 2016, p. 183).

It is important to clarify that the intent in the review was to generate a broad snapshot of 
the knowledge captured in this handbook as a socio-professional undertaking. We identified a 
main theme for each chapter abstract for example, and did not probe those that might be seen 
to have multiple or overlapping themes. Such a full, in-depth content-based analysis would have 
been another undertaking.

This analysis surfaced interesting differences in the abstracts focused primarily on ELT and 
those focused on ELTE. The following discussion outlines these distinctions and suggests how 
they may reflect the emerging focus on what counts as knowledge in English language teaching 
and teacher education.

Treatment of ELT teaching knowledge (ELT-focused contributions)

Abstracts of nine chapters in this handbook focus on ELT teaching knowledge; four of them 
address concerns of the first two knowledge generations. They do not focus on the discipli-
nary knowledge or teaching methodologies prevalent in ELT from the 1960s to 1980s. Rather, 
they categorize as disciplinary knowledge new additions to the ELT content and methods. For 
example, McCarthy and Clancy (Chapter 14) discuss the knowledge teachers need regarding 
authentic materials, while Pérez-Paredes (Chapter 17) outlines the knowledge of second lan-
guage acquisition thought to be important to ELT teachers.

The middle two generations, knowledge as pedagogy and knowledge-in-person, in-place, 
which are unshaded in Table 1.2, are represented by one abstract each.4 The abstract which was 
coded as knowledge as pedagogy focuses on teaching teachers about classroom interaction and 
research on interaction (Sert, Chapter 15). The chapter abstract coded knowledge in-person, in-
place speaks to ELT teacher identity and the ‘native/non-native speaker’ distinction.
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The remaining four abstracts, which are shaded in Table 1.2, address concerns of knowledge-for-
teaching. These abstracts address topics such as how teaching knowledge can be shared over networks 
(Padwad & Parnham, Chapter 36) or how teacher cognition research can support the development 
of teacher expertise (Li, Chapter 22). They seem to anticipate concerns about the various dimensions 
of participation in professional learning, and how the virtual world is redefining opportunities to 
build and share knowledge. Table 1.2 displays how the nine ELTE abstracts are grouped.

To summarize, the treatment of ELT knowledge in this handbook includes concerns that 
span all four knowledge generations. However, just over half focus on the latter two generations: 
knowledge-in-person, in-place and knowledge-for-teaching. Notions of disciplinary knowledge, 
grounded in the first generation, extend definitions beyond grammatical knowledge and into 
areas of knowledge of language acquisition and ways of using linguistic knowledge. However, 
these topics are still treated as knowledge, as information based in academic disciplines that ELT 
teachers should know. Knowledge as pedagogy, the focus of the second generation, is discussed 
here in only one abstract, suggesting it is not a central concern. Taken together, these abstracts’ 
foci on first and second generational issues suggest modified definitions of what ELT teachers 
should know with how they can use that knowledge. How knowledge is used in teaching –  
the focus of the fourth generation – is the subject of four abstracts. These abstracts seem largely 
grounded in the larger assumptions of social practice theories.

Treatment of ELTE teacher education knowledge  
(ELTE-focused contributions)

In contrast to the treatment of ELT teaching knowledge, there are three times as many abstracts 
that address ELTE teacher education knowledge. This picture of professional knowledge is dif-
ferent in the ELT-focused contributions. These are dominated by abstracts focusing on knowl-
edge as teacher education pedagogy as indicated in Table 1.3.

Of the 27 abstracts, 14 (or just over half, shaded in Table 1.3) focus on methodology for 
conveying the ELT knowledge to teacher-learners. They include such topics as the role of 
assessment of teaching practice (e.g. Delaney, Chapter 25), the use of technology (e.g. Kiddle & 
Prince, Chapter 8), or how to use reflection in teacher education (e.g. Farrell, Chapter 3), This 
emphasis on the how of ELTE is indicative of the focus on educative practice within the larger 
teacher education community. The remaining 13 abstracts deal with the concerns aligned with 
the other three generations.

It may be that the content of ELTE is widely accepted, that there is a socio-professional 
expectation that ELTE educators are fully conversant with the applied linguistics and second 

Table 1.2 ELT-focused abstracts by knowledge generation (N = 9)

Number of abstracts coded as Example

Generation 1
Disciplinary knowledge

3 McCarthy & Clancy
Pérez-Paredes

Generation 2
Knowledge as pedagogy

1 Sert

Generation 3
Knowledge-in-person, in-place

1 Barkhuizen

Generation 4
Knowledge-for-teaching

4 Padwad & Parnham
Li Li

Donald Freeman et al.
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language acquisition knowledge that the teacher-learners need to know. In this sense, these first-
generation concerns of disciplinary knowledge – defined as knowledge of the applied linguistics 
and second language acquisition – essentially ‘pass through’ from being an ELT teacher to being 
an ELT teacher educator. Therefore, the focus is on pedagogical questions of how to teach this 
disciplinary content to teacher-learners. This de facto consensus about the disciplinary content of 
ELTE certainly promotes a globally recognized ELT knowledge base, with the professional ben-
efits that come to those who master it, even though it obscures attention to differences in what 
and how various ELT teachers learn. Do we assume, for example, that the linguistic knowledge 
of a CELTA trainee must be the same as a pre-service ELT teacher entering the public-sector in 
Germany, or as a pre-service ESL or EAL teacher entering teaching in Australia or the United 
States? Is the content knowledge a teacher needs the same regardless of the context and students 
they are teaching?

The third generation focus on knowledge-in-person, in-place is the second most frequent 
category of ELTE knowledge, represented in just under a third, or eight out of 27 entries. These 
abstracts speak to two principle issues: ELT professional development (e.g. Hayes, Chapter 11), 
or the need to recognize contextual influences on teacher education (e.g. Snodin & Resnik, 
Chapter 16). Other topics may fall into this category such as a chapter on using a particular 
teaching model in a given context (e.g. team teaching: Heo, Chapter 29), or how teacher educa-
tors can include teacher motivation in training (Lamb & Wyatt, Chapter 34).

There are three abstracts that address ELTE disciplinary knowledge (generation one). The 
specifics of how their foci are situated in this socio-professional landscape are instructive, how-
ever. The abstracts refer to what teacher educators need to know about the experiences of  
English language teachers, such as classroom management techniques they may need (Buchanan & 
Timmis, Chapter 21) or about the disconnect between new teachers’ experiences and their 
training (Baguley, Chapter 9). The two abstracts grouped in the fourth generation, shaded in 
Table 1.2, speak about the wider use of teacher education knowledge for selecting materials 
(Graves & Garton, Chapter 27) and evaluating teacher education programs (Kiely, Chapter 6).

In summary, the ELTE-focused abstracts are squarely concerned with various ways of doing 
teacher education; over half of them were categorized as focusing on second generation con-
cerns about how to teach ELT teachers. This emphasis introduces an interesting question, 
one that goes to the heart of how ELT teaching knowledge fits into ELTE. Framed broadly 
as ‘knowledge as pedagogy’, the second knowledge-generation is defined as ‘the knowledge 
entailed in making pedagogical choices’ (Freeman 2016, p. 166), which includes ‘the specific 
protocols of the various innovative methods and … the idea of pedagogical choice’ (p. 170). 
From an ELT perspective, this knowledge is about how to teach in the classroom. When it is 

Table 1.3 ELTE-focused abstracts by knowledge generation (N = 27)

Number of abstracts coded as Example

Generation 1
Disciplinary knowledge

3 Buchanan & Timmis

Generation 2
Knowledge as pedagogy

14 Delaney
Kiddle & Prince

Generation 3
Knowledge-in-person, in-place

8 Hayes

Generation 4
Knowledge-for-teaching

2 Graves & Garton
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incorporated into ELTE however, ‘knowledge as pedagogy’ can take two different meanings. 
It can refer to content – in other words, information about how to use particular teaching 
methodologies, along with skills in doing so. Or it can refer to the pedagogy of teacher educa-
tion itself. To separate the two, we could call the first, knowledge as pedagogy, and the second, 
knowledge for pedagogy.

The intermingling of the two has been a central concern in ELTE since the 1980s, when 
Woodward introduced the term ‘loop input’, which she defined as ‘aligning process and content’ 
to ‘achieve a congruence, a consistency between what we say as trainers and what we do’ (1991, 
p. 43). She described loop input as:

[A]ligning process and content [so that] … trainees can experience techniques for them-
selves without moving to the work site (that is, to a language classroom), without entering 
into a lengthy apprenticeship with an experienced teacher …, and without taking on the 
artificial role of the student who is studying content unrelated to the trainee role.

(p. 43)

From the perspective of the third-generation, the training technique has become widely prac-
ticed in ELTE to create knowledge in-person, in-place.

A topical overview

In the preceding section, we described chapter abstracts using the knowledge-generations 
framework. The aim was to overview the content, and the resulting analysis reflects the broad 
contours of ELT-focused and ELTE-focused knowledge found in this handbook. To give some 
more specificity and texture to the analysis, we then looked at the focus of the abstracts. We 
reviewed titles and abstracts for what we saw as the main content words in each chapter abstract. 
Here again, we emphasize that our aim was holistic. With the topics organized by the knowledge 
generation, we wanted to gain a sense of some of the terms used by chapter authors about their 
topics. For example, we had categorized Graves and Garton’s abstract (Chapter 27) as ELTE-
focused. Within that general area, they write about ‘materials’ – selecting them, understanding 
them, using them. Thus we saw the key word for their chapter abstract as ‘materials.’ These con-
tent words are laid out in Table 1.4 by knowledge generation.

In using the authors’ own words, the table provides a broad look at the terms that mark 
current preferences in the discourse of English language teaching. The ELT abstracts identi-
fied as first generation include established terms like ‘SLA’ as well as more recent terms such as 
‘corpus linguistics’, both of which reflect disciplinary knowledge. Notably, terms do not make 
overt reference to English or language teaching. Terms like ‘cognition’ and ‘teacher networks’ 
are examples that characterize the fourth generation. Again, these terms refer to what could be 
called generic aspects of teaching; they do not focus on the specificities of language as content 
or on English. In the ELTE-focused abstracts, this generic focus of content terms is widespread. 
Here the balance of topics address teaching generally, perhaps assuming English, and teaching 
language as a backdrop.

The breakdown of topics by knowledge generation, presented in Tables 1.2 and 1.3, show 
the type of knowledge that is being put forward as important for the English language teaching 
community to recognize. In each generation, however, there are topics privileged within that 
knowledge, presented in Table 1.4. In this sense then, the range of topics provides a view of the 
specifics of explicit content within the generation, while the generational categories offer a 

Donald Freeman et al.
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Table 1.4 Abstract topics by knowledge generation (number of corresponding chapters in brackets)

Generation 1 Generation 2 Generation 3 Generation 4

ELT-focused Discourse  
teaching (1)

Second language 
acquisition (1)

Authentic  
teaching (1)

Interaction  
teaching (1)

Identity (1) Cognition (1)
Teacher networks 

(1)
Content-area 

teaching (1)
Methodology 

texts (1)
Number of 

chapter 
abstracts

3 1 1 4

ELTE-
focused

Classroom 
management 
research (1)

Novice teachers’ 
experiences (1)

Overview of teaching 
methods (1)

Technology (5)
Action research (1)
Mentoring/ 

leadership (2)
Learning labs (1)
Corpus linguistics (1)
Exploratory/reflective 

practice (2)
Teacher education 

methods (1)
Assessment (1)

Professional 
Development in 
context (2)

Team teaching (1)
Motivation (1)
Socio-cultural 

theory (1)
Neoliberalism (1)
Englishes (1)
Teacher identity 

(1)

Evaluating TE 
programs (1)

Materials (1)

Number of 
chapter 
abstracts

3 14 8 2

synchronic look at the focus of the English language teaching community’s attention. This focus 
of attention differs between the ELT and ELTE communities.

Comparing ELT-focused and ELTE-focused knowledge

In view of the handbook’s focus on teacher education, one might expect a greater number of 
chapters and topics to address ELTE particularly. At one level, one can argue that, ELTE educa-
tors simply need to know and do what the ELT teachers they are educating should know and 
do. This could be the essentialist position. It is the analogue to the cliché that ‘If you can speak a 
language, you can teach it.’: ‘If you can teach a language, you can teach others to teach it.’ The emerging 
counter-argument is that ELTE, like any form of teacher education, is itself a form of teaching, 
and as such has its own distinct knowledge base. ‘Distinct’ here may not mean entirely differ-
ent, as the analysis discussed above shows; rather the distinction may have more to do with the 
purpose – ELTE involves teaching (language) teaching (Freeman 2016), while ELT involves 
teaching language.

When the abstract topics organized by generation are displayed side-by-side, as they are in 
Figure 1.1, some intriguing patterns emerge.
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Abstracts that focused on the ELT knowledge base are a quarter of the total (nine out of 36 
abstracts), and cluster around first-generation concerns of disciplinary knowledge and fourth-
generation concerns about knowledge-for-teaching. These two categories name the content 
(Generation 1) and how it is used (Generation 4). The first group includes ELT-related terms, 
while the fourth uses terms from general education. In contrast, the chapter abstracts that focus 
on ELTE cluster around teacher-education pedagogy and the second generation’s concern for 
how to teach (language) teachers. It seems at least from this analysis that concerns in ELTE focus 
principally on how ELT teaching knowledge is presented, conveyed, and practiced by those who 
are learning to teach it.

What it all means – thinking about the implications

This chapter has put forward a series of interrelated premises about what counts as knowledge 
in English language teaching. We began by stipulating an overarching field of activity, English 
language teaching, within which two knowledge domains co-exist. One is the domain of class-
room practice, referred to here as ELT; the other focuses on educating and supporting teachers 
in ELT. This is the domain of ELTE, the subject of this handbook project. Mapping the terrain 
in this way accomplishes three important things. First, it raises questions of how the two domains 
interrelate. These questions go beyond the packaging view in which ELTE knowledge is simply 
concerned with conveying ELT teaching knowledge as content.

Second, treating the two domains as potentially separate allows a clearer focus on how they 
are distinct. For example, the distinction could lead to a closer examination of how professional 
learning works in each instance. In teacher learning in ELT, processes of learning to teach are 
now regularly studied and documented; but in teacher educator learning in ELTE, processes 
of learning to teach teaching have not yet generated this type of attention. What we generally 
refer to as ‘training of trainers’, activities that are intended to move individuals from their roles 
as teachers to new ones as teachers of teaching, assume a type of learning process that has not 
been researched.

There is a third benefit to the mapping of ELT and ELTE as separable domains within the 
superordinate activity, English language teaching. This is a benefit that has surfaced through 

Figure 1.1 ELT- and ELTE-focused abstracts by knowledge generation
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the analysis of these handbook abstracts. Using the framework of knowledge generations as 
a scaffold lets us locate the primary foci in each domain. ELT teaching knowledge seems to 
bifurcate between the first and fourth generations, with attention to new additions to discipli-
nary knowledge on the one hand and to generic issues of teaching on knowledge-for-teaching 
on the other. ELTE teacher educator knowledge seems focused on methods for teaching new 
knowledge of ELT. This predominant focus in ELTE on second-generation concerns of peda-
gogy suggests that ELTE is caught up in how to deliver content. There is a certain irony, in that 
while ELTE has historically been more diverse and pragmatic than teacher education in other 
content areas (Freeman 2016), here it seems to be focused on how to teach its content.

English in the world is changing very rapidly, which is redefining the world of English lan-
guage teaching, both in ELT and in ELTE. Perhaps not surprisingly, what counts as knowledge 
in ELT is evolving, driven primarily by these changes in the nature and role of English, and the 
recognition of who is teaching it. While public-sector education has always been the primary 
provider of ELT around the world, its critical role has often been eclipsed within arguments 
about language as content. Kachru’s 1982 argument about the diversifying geo-political locus 
of English, and the role of ‘first, outer, and expanding’ circle countries in ‘defining’ what English  
is, are case-in-point. These arguments have linked the primary pedagogical identity of ELT 
teachers (as ‘non-native’) to political and economic forces of global geography and definitions 
drawn from colonial history. They have supported a dichotomous categorization in teaching 
knowledge between ‘native’ and ‘non-native’ speaking teachers, based on a designation which 
has no clear definition in linguistics or psychology. Kachru’s ideas played an invaluable role in 
deconstructing notions of a single standard for English, however. In fact, one could further build 
out his initial framework to now include a fourth, ‘virtual circle’ of English use. Propelled by 
social media and the internet, this circle includes interactions and language uses that are firmly 
anchoring a new version of English as a lingua franca form of communication.

These dramatic changes in ELT are not directly reflected in the curated knowledge of ELTE, 
as represented in these chapter abstracts. What counts as knowledge in ELTE is caught up in 
second-generation concerns of pedagogy and how to teach this evolving ELT teaching knowl-
edge. Using the analogy between evolving knowledge generations and updating software ver-
sions, it seems like ELTE is running older software on current hardware. It is getting the job 
done for now, but it is running more slowly and missing features that the new hardware can and 
does support. The ELTE professional community provides the software which is fundamentally 
important for the daily hardware that is English language teaching around the world. How these 
two communities address the alignment is a key challenge.

Notes

 1 In this discussion, we are using the phrase ‘English language teaching’ to refer to the superordinate activ-
ity that includes ELT (see note 2) and ELTE.

 2 In the acronym, ELT, we include teaching English as a second, additional, or foreign language. We 
acknowledge distinctions for teachers teaching in settings that are ‘target-language embedded’ (i.e. ‘Eng-
lish as a Second or Additional Language’ classrooms) versus ‘target-language removed’ (i.e. English as 
a Foreign Language’ classrooms) (Graves 2008), particularly in aspects of teacher preparation and in-
service support, but we contend nonetheless that there is an emerging global knowledge base which 
blurs this distinction (see for example, Language Teaching Research, 2018). We recognize the redundancy 
when ‘ELT’ is used as an adjective, as in ‘ELT teaching’ for example. We mean the term to refer to the 
knowledge base, and not simply the activity.

 3 One could also examine the dynamism in how ELTE knowledge changes over time, diachronically, 
however that would entail a different approach, reviewing handbooks from different points in time.
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 4 The hyphenation in these two terms is intentional; it reflects the sense that the knowledge is instantiated 
in the person and place of the context (knowledge in-person, in-place, third generation) or in the activity 
(knowledge-for-teaching, fourth generation).
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Introduction

One of the challenges of working from a Vygotskian Sociocultural Theory (VSCT) stance in 
the field of language teacher education (LTE) is enacting the dialectic logic upon which the 
theory is based. Rather than being grounded in Aristotelian logic, which sets up dichotomies 
such as individual/social and theory/practice, VSCT is grounded in dialectics – the synthesis of 
seemingly opposite and contradictory sides or ideas. Understanding how dialectic logic is con-
ceptualised in key principles and concepts of VSCT is essential to understanding how VSCT is 
used to inform the practices and interactions of LTE programs in systematic ways. Furthermore, 
for Vygotsky, educational practice is a form of scientific research: it is the laboratory where the 
principles of the theory are to be tested. Thus, when asked to organise our chapter according 
to the subheadings research and applications, we were unable to separate research from applica-
tion because they are, from a VSCT perspective, two sides of the same coin. For over two and a 
half decades, our work as teacher educators has centered on the design and enactment of LTE 
practices using the principles and concepts of VSCT to promote the development of second 
language (L2) teacher/teaching expertise. Over that same period, our work as researchers has 
centered on empirically documenting the consequences of implementing educational practices 
intentionally derived from VSCT to support L2 teacher learning/development. Our scholarship 
and that of other VSCT-informed teacher educators/researchers not only employs VSCT as a 
theoretical lens to understand the development of L2 teacher/teaching expertise but intention-
ally deploys specific principles and concepts of the theory in/through systematically organised 
LTE practices to promote it. This scholarship therefore embraces a dialectical unity of theory 
and practice – praxis – in which theory guides practice while practice shapes theory. For VSCT-
informed teacher educators/researchers, what we do as teacher educators is informed by our 
theory, and what we uncover as researchers is informed by what happens in our LTE practices.

We devote this chapter to VSCT-informed scholarship that originates in a dialectical approach 
to theory/practice in the specific social activities of LTE that take place in a myriad of socio-
cultural, historical, political, economic, and institutional contexts. We begin this chapter with an 
overview of key principles and concepts of VSCT. We then highlight recent VSCT-informed 
LTE scholarship that illustrates the practices and interactions in which teacher educators have 
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challenged teachers’ everyday concepts, developed teachers’ conceptual thinking, and promoted 
teachers’ enacting conceptual teaching in both pre-service LTE programs and in-service profes-
sional development. We show throughout how these teachers/researchers have made their LTE 
pedagogy explicit and documented the influence and consequences of LTE practices and inter-
actions on the professional development of the L2 teachers with whom they work.

Key principles and concepts in Vygotskian sociocultural theory

A key principle in VSCT is that the development of an individual’s mental processes is social 
in origin. According to Vygotsky (1978), an individual’s mental functions appear ‘twice’, first in 
interaction with more knowledgeable others, the social plane, and then within the individual, 
the mental plane (p. 57). Such gradual qualitative transformation of innate mental functions to 
culturally shaped higher mental functions, originating in and emerging from social activity/
interaction to individual higher mental processes, has been characterised as internalisation. As 
individuals interact with the physical world and with others, they are mediated. Mediation, the 
central concept in VSCT, shapes those interactions (occurring through written and verbal dia-
logue) and the qualitative transformations that occur in the processes of mental development. 
Explaining mediation can be knotty because different kinds of mediation and mediational tools 
exist (and we use ‘mediation’ as a noun, adjective, and a verb). For example, as we engage in 
the activity of lesson planning, the powerful semiotic tool of language, as well as concepts such 
as task-based teaching, mediate our thinking and activity while we write the lesson plan (itself 
both a physical and conceptual tool) on a computer (a physical tool). Dialogic interactions 
are social not only in terms of the relationships they involve, for example beginning teacher 
and teacher educator, but because those interactions are part of the larger historical cultural 
practices of the groups to which they belong, for example as part of an LTE program. Within 
those interactions, a zone of proximal development (ZPD) can emerge. For us, the ZPD is both a 
metaphoric space where individual cognition originates in the social collective mind, emerg-
ing in and through engagement in social activity; and an arena of potentiality, a space where 
we intentionally support individuals to perform beyond their current levels of competence and 
comfort. What makes mediating at an individual’s upper limits challenging is that individuals 
have their own social situation of development – the historical and immediate conditions, including 
affordances and constraints, of their lived experiences. Through mediation, and by acting in and 
on the social situations in which they are embedded, individuals transform what is relevant for 
their own motives and contexts of use.

Vygotsky considered formal schooling (for us, language teacher education programs) as the 
fundamental setting in which educators are to work intentionally to develop the conceptual 
thinking needed to transform our everyday concepts. Developing conceptual thinking enables 
us to take purposeful control over our minds and actions, and our worlds. Everyday concepts, 
observations we make through the concrete experiences of daily life, are typically inaccurate, 
superficial, implicit, and unanalysed, whereas academic concepts are based on systematic study of 
entities and phenomenon around us. Everyday and academic concepts interact dialectically in 
that everyday concepts form a basis from which to understand and interact with academic con-
cepts, and academic concepts have the potential to re-structure our everyday understandings. 
Academic concepts, as part of an organised system of knowledge and formal instruction, need to 
be materialised as a tool – externalised through language and/visuals – which individuals use in 
social activity, and increasingly, to self-regulate their thinking and activity. For example, teachers 
lacking academic concepts connected with American English phonetics might answer questions 
as to why American pronunciation of the word ‘butter’ sounds like ‘budder’ with ‘that’s just how 
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Americans say that word’. This inability to explain phonetic concepts stems, in part, from teach-
ers’ everyday experiences as speakers of English. In LTE programs however, teachers may learn 
the environmental conditions that distinguish the phoneme /t/ from the allophone [ɾ], the flap. 
Their explanation to students for the American pronunciation of ‘butter’ would be grounded in 
a systematic phonetic characterisation that would be presented preferably in a student-friendly 
manner.

From a VSCT-informed stance, LTE programs are therefore charged with providing the 
kind of intentional, well-organised instruction needed for the systematic learning of L2 teach-
ing. Knowledgeable and intentional language teacher educators (expert others) are essential to 
mediate teacher development, externalising the kinds of pedagogical knowledge and academic 
concepts that language teachers need, and creating spaces for teachers to engage with pedagog-
ical knowledge and concepts in a range of teaching activities. Thinking about LTE programs 
in this manner represents an alternative to the kind of rote memorisation that Vygotsky criti-
cised and that is not uncommon in LTE programs. To accomplish these goals, LTE programs 
must create structured mediational spaces (Johnson & Golombek, 2016: 92) in which teachers are 
encouraged and supported as they externalise their everyday concepts of teachers and teach-
ing, engage with materialised academic concepts, and critically reflect on and analyse these 
concepts through their own beliefs, identities, reasoning and teaching practices. Such structured 
mediational spaces and the teacher/teacher educator dialogic interactions that emerge in these 
spaces must also create opportunities for teacher educators to make their expertise explicit to 
identify the upper levels of teachers’ potential as they attempt to enact teaching in ways that 
are beyond their current levels of competence and comfort (ZPD), and to adapt responsively 
to teachers’ immediate understandings, needs and/or concerns. As teachers make their every-
day concepts explicit, academic concepts can restructure them, mediating, or shaping teacher 
thinking and activity, so that teachers have increasing control over their thinking and teach-
ing (they become psychological tools or thinking in concepts). Thinking in concepts for teachers 
emerges as academic concepts are repeatedly applied to concrete teaching experiences and 
concrete teaching experiences are repeatedly abstracted through a process of generalisation, 
which we illustrate in varied ways in the following sections. As is the case for all professional 
domains, concept development and conceptual thinking serves as the basis for expertise in the 
teaching profession.

Challenging everyday concepts

VSCT-informed teacher educators/researchers have infused VSCT-informed practices inten-
tionally into their courses in LTE programs or workshops in varied instructional contexts to 
challenge everyday concepts of teachers and teaching. Through their knowledge of and experi-
ences working in specific sociocultural and institutional contexts, teacher educators first identify 
everyday concepts that typically re-enforce axiomatic ways of thinking about language and lan-
guage teaching and then the germane academic concepts to restructure them. When a language 
teacher educator challenges teachers’ taken-for-granted assumptions about language learning 
and teaching, they need to create a safe environment because teachers may feel vulnerable in 
terms of what they do not know and, thus, emotionally exposed. By creating structured media-
tional spaces in which teachers externalise their everyday understandings and engage with the 
academic concept through varied activities, teacher educators try to identify the upper limits of 
teachers’ abilities and offer both cognitive and emotional support. This requires teacher educa-
tors to be intentional (conscious about and explicit to themselves and their teachers) about the 
goals, quality, and manner of the mediation that they enact.
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Challenging teachers’ everyday concepts is demanding as they are rooted in tacit sociohistor-
ical cultural beliefs and practices. Verity (2011) describes how she intentionally infuses key VSCT 
principles into a pedagogical grammar class in an MA TESOL program at a Japanese university, 
so students engage with grammar and teaching grammar ‘in ways that encourage reflective, 
metacognitive, and self-regulated exploration and evaluation’ (p. 154). She challenges students’ 
everyday concept of grammar as a ‘catalogue’ of right answers that they teach to their students 
(p. 154), a concept rooted in their experiences as students taking high-stakes tests, by introduc-
ing the concepts of ‘grammar as choice’ and as ‘a continuous activity of knowing’ (p. 155). Many 
of the assignments and activities require that students collaboratively and individually practice 
talking about grammar’ (p. 160). Because students typically fear not having ‘the right answers’ to 
explain grammar, she thoughtfully enables them to express and manage their emotions through 
the assignments and activities, sometimes in low-stress fun activities, including language play and 
reflective journals.

Verity incorporates two major collaborative assignments – two structured mediational spaces – 
in which students rehearse and re-design grammar explanations, experiencing grammar as ‘a 
continuous activity of knowing’. To illustrate, in the Lesson Plan Assignment, students indepen-
dently create a lesson for a specific group of students, collaboratively talk through/about it with 
their classmates, and then, if they desire, talk through/about it with the instructor. Students can 
integrate peer and teacher feedback before handing it in. In doing this assignment in which cog-
nition is distributed across class members, she is also challenging students’ everyday understanding 
that only teachers have the right answers. Students come to appreciate the collaborative feedback. 
For example, one student expressed gratitude for the ‘important suggestions’ she received from 
her classmates that some of her activities were ‘teacher-centered’. After her peer collaboration, she 
could detail the reasoning behind the student-centered activity she created: ‘students can review 
the content of their speech and the right use of past tense for themselves’ (p. 161).

The way that VSCT-infused practices and interactions in Verity’s pedagogical grammar 
course initiate students’ processes of internalising the academic concepts ‘grammar as choice’ 
and of ‘languaging’ is evident as they describe having a ‘sea change, a revolution, in how I think 
about grammar specifically and language generally’ or respond to one of their own students’ 
grammar questions to ‘think about it in terms of meaning and use’ (p. 164). Though Verity’s 
course took place within a more traditional LTE program, she nonetheless emphasises ‘how a 
relatively traditional classroom can be a setting for informed and principled sociocultural praxis’ 
(p. 154). This kind of cognitive development may not result in internalisation of the academic 
concepts, but ‘can set in motion a variety of developmental processes that would be impossible 
apart from learning’ (Johnson, 2009: 76).

In another MA TESOL program in Japan, Yoshida (2011) likewise challenges Japanese EFL 
teacher-learners’ everyday concepts – in this case, of curriculum as what is ‘contained in the 
textbook’. He designed eight interconnected assignments (see p. 140) through which teachers 
worked through the academic concept of Graves’ (2000) model of curriculum, as well as the 
contrasting metaphors of curriculum as ‘learning the landscape’ (Greeno, 1991) and ‘the rutted 
path’ (National Research Council, 2000). The assignments were uploaded to a Moodle site, a 
structured mediational space that allowed for Yoshida and the teachers ‘to create and maintain a 
virtual conversation, where teachers were encouraged to explore, exchange, and confirm their 
emerging conceptualizations of curriculum’ (p. 151), and Yoshida was able to prompt and sup-
port their externalised thinking.

The first assignment required teachers to brainstorm their concept of curriculum through 
a concept map in class, and then to further detail their concept, typically expressed through 
metaphor, in a paper. Yoshida challenged their everyday concepts by having them read about 
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contrasting metaphors of curriculum, and write a reaction paper. Next, students read about and 
discussed Graves’s (2000) model of curriculum design, and then wrote a reaction paper. Yoshida 
made the abstract notions of articulating beliefs and defining one’s own context, emphasised in the 
model, concrete by having students externalise their implicit beliefs about language teaching as 
shaped by the Japanese sociocultural and political context, and scrutinise that context. Students 
then worked collaboratively to apply this concept of curriculum design in a 3-year task-based 
syllabus. In the final assignment, students referenced all previous assignments as they traced the 
development of their concept of curriculum over the course of the semester, enabling them to 
‘develop a metacognitive awareness of their own learning’ (p. 151).

Students struggled as they engaged with their everyday concepts and the academic concepts 
of curriculum. For example, one student, Katsunori, began by explaining his understanding 
of extrinsic and intrinsic factors affecting students learning as ‘many students stop eating this 
boiled-egg before teaching its yolk’ (p. 148). What this meant was that students studied English 
for tests (the white) due to the Japanese educational context, but not for what he hoped, the joy 
of learning another language (the yolk). Later in the semester, he described ways that students 
might eat both the white and the yolk of the egg if the teacher could address the stress level 
students feel studying English for exams. Yoshida’s results show that while students did not fully 
internalise academic concepts over the course of one semester, ‘this struggle and these contra-
dictions actually became a springboard for them to question their everyday experiences and 
problematise their instructional contexts’ (p. 151). Awareness of and grappling with contradic-
tions can represent an initial step in transforming concepts. What is clear from both Verity and 
Yoshida’s efforts to engage students with academic concepts in structured mediational spaces 
over a semester-long course is that they still need extensive and extended engagement with 
concepts in the concrete activities of teaching, especially within the constraints and affordances 
of their actual instructional setting.

Providing opportunities for teachers in a course or workshop to engage with academic 
concepts in the activity of teaching is not always possible but certainly crucial for teachers to 
begin to use conceptual thinking. Feryok (2009) documented how Malaysian mathematics and 
science teachers learned to use tasks as a language-teaching practice in their English medium 
content teaching through participation in a 20-week program in New Zealand. She designed 
the program to be 25 per cent lecture with one experiential activity, and 75 per cent experi-
ential activities performed first as students and later as teachers, or role reversal. These activities 
were configured intentionally as structured mediational spaces to enable teachers to imitate in 
instructional activities as teachers the kinds of activities in which they participated as students. To 
transform their teaching of English medium science and mathematics instruction by engaging in 
conceptual thinking, Feryok first introduced the academic concept of ‘task-based teaching’ using 
criteria established by Ellis (2003). In her day-to-day teaching activity, she repeatedly referred to 
these criteria as she modelled a variety of task-based activities based on them, focusing on how 
to create a gap in task-based design. In these tasks, teachers participated as students. For example, 
in a multi-step content-based activity, the teachers transformed a graphic organiser activity from 
a biology textbook into two modified versions representing variations of task-based activities: a 
task with shared information and optional two-way interaction and a task with split information 
requiring one-way interaction from teacher to students, which could have an optional two-way 
interaction (with student questions). Then, teachers completed a microteaching experience in 
which they designed tasks for students, after which they received 1 hour of feedback from the 
teacher and peers. After being immersed in the role of ‘interaction’ in task-based teaching and 
‘task conditions that stimulate interaction’ (p. 284), teachers performed a second microteaching 
session, again receiving feedback.
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Results showed that teachers successfully imitated more of the task criteria in the second 
microteaching than the first, but continued to struggle with certain ones, such as creating a 
‘gap’ and a need for achieving the outcome communicatively. In other words, teachers had 
incomplete images of task-based teaching and were often mediated influentially by their prior 
experiences as learners and teachers of mathematics and science, as well as the academic concept. 
Consistent with Verity and Yoshida, Feryok cautions that although two microteaching sessions 
can initiate some changes in cognition and activity, teachers need to engage with academic 
concepts in the concrete activity of teaching numerous times over time to develop conceptual 
thinking and transform their teaching activity. Teachers also need to attach their own motive to 
the concept, for example linking their instructional intentions and goals to task-based teaching 
when teaching in their own classes, as opposed to using task-based teaching because of institu-
tional mandates to do so.

Promoting conceptual thinking

VSCT-informed research in LTE has also focused on how teacher educators/researchers and 
teachers promote conceptual thinking to better understand the nuances of teachers’ own teach-
ing. We again highlight the dialectic unity of theory/practice, praxis: the teacher educators/
researchers model and promote conceptual thinking in their professional development practices 
with teachers; by researching these practices and interactions, they simultaneously document 
the quality and character of those practices and interactions and their influence on the teachers. 
The intentions behind these practices are to create safe meditational spaces where teachers are 
encouraged to make their everyday concepts explicit, to reflect on and critique them, and to 
externalise their current understandings of what, how, and why they teach the way they do. At 
the same time, talking through and about concepts creates opportunities for teacher educators/
researchers to make their expertise explicit, to model conceptual thinking, and to introduce rel-
evant academic concepts that will assist teachers as they begin to think conceptually about how 
and why they make particular pedagogical decisions while teaching.

A common practice that is designed to promote conceptual thinking in both pre-service and 
in-service LTE programs is the post-observation conference. Dialogue about a lived classroom 
experience, between a teacher and a teacher educator, an administrator, or even a more experi-
enced teacher, is assumed to not only benefit practicing teachers, but any benefits are expected 
to translate into quality instructional practices in classrooms. Harvey (2011) and later Harvey 
and Vasquez (2015) offer a window into how a mentor teacher models conceptual thinking 
during a series of post-observation conferences with two novice ESL teachers, Pepa and Rick. 
Working from a VSCT-informed stance, Harvey (2011) focused on not only the quality and 
character of the verbal mediation that emerged in these post-observation conferences but on its 
role in the development of conceptual thinking in the novice teachers. She identified, a priori, 
several VSCT principles that informed the quality and character of her verbal mediation dur-
ing the post-observation conferences (Wertsch, 1991; Lantolf & Aljaafreh, 1995). The mentor 
and teacher must have similar expectations as to the conduct and outcome of the conference. 
Likewise, the nature of the verbal mediation must be dialogic where both mentor and teacher 
are active and vocal participants in the interaction, co-constructing solutions to problems, and 
making their reasoning visible through talk. While the mentor, acting as an expert-other, both 
uses and encourages the use of professional discourse to link the concrete teaching activities of 
the lesson she just observed to relevant academic concepts, the mentor must also be sensitive to  
the teacher’s emerging ZPD and thereby provide assistance that is graduated and contingent 
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on the teacher’s immediate needs. By enacting these key VSCT principles in the moment-to-
moment interactions between herself and the teachers, the mentor could see how Pepa and 
Rick were conceptualising their teaching, while simultaneously creating a space for her to make 
visible how expert teachers think conceptually. Pepa’s discourse during the post-observation 
conferences reflected her emerging ability to think about her teaching at a conceptual level 
(i.e., scaffolding students’ learning) while also indicating she was still in the process of enacting 
some of the concepts (i.e., task- and content-based teaching) discussed during their confer-
ences. Rick’s discourse showed less evidence of conceptual thinking about how his students 
were learning (i.e., grammatical concepts), yet the post-observation conferences allowed him 
to externalise his inner thoughts and feelings (i.e., struggling with the grammatical concept he 
was expected to teach) and indicated a sincere willingness to open up his teaching experience 
for inspection and analysis.

Harvey and Vasquez (2015) elaborated this work by offering a taxonomy of how the mentor 
modelled conceptual thinking during these post-observation conferences along a continuum 
from the ‘contextualised nature of lived experience’ to the ‘decontextualised nature of generali-
zations and principles’ (p. 101). On the contextualised end of the continuum, the mentor offered 
a concept or idea behind a single context-bound lived experience, such as when she ideated 
the features of an activity that Pepa had devised for her students in the words; ‘it’s this defined 
manageable achievable task’ or commented on a single teaching strategy; you were student oriented. 
On the decontextualised end of the continuum, the mentor modelled conceptual thinking 
by making generalisations about events that occurred during instruction. For example, Rick’s 
description of an activity in which his students were ‘all working on it and talking about it’ was 
generalised by the mentor as they liked the intellectual challenge of that.

A striking feature of the mentor’s modelling of conceptual thinking was that it was emergent 
and contingent on what was being talked about, who these teachers are, where they are teaching, 
and how they are responding/reacting to the mentor’s discourse. Ultimately, it is this reflexive 
interaction that shifts the contextualised ideation of lived experiences toward decontextualised 
generalisations and principles and therefore captures how conceptual thinking is represented in 
post-observation conferences.

The mediational role of talking through and about concepts to better understand the nuances 
of one’s own teaching is also illustrated in Fagan’s (2015) study of an experienced ESL teacher’s 
interactional responses to learner inquiries. Using the conventions of conversation analysis (CA), 
Fagan provided the teacher, Ann, with transcripts which made visible her own talk-in-interaction 
when both problematic and unproblematic learner inquiries arose. During stimulated recall sessions 
and interviews, he asked Ann to externalise her understanding of how and why she made particu-
lar pedagogical decisions while teaching. Throughout this dialogic process of talking through her 
interactional responses, Ann became consciously aware that she managed unproblematic learner 
inquiries by what she came to see as doing answering, in other words, either answering directly or 
delegating the answer to another learner if there was evidence that the nominated learner could 
successfully address the inquiry. She was surprised by how often she found herself doing answering, 
even at the expense of limiting student participation. These emerging insights led her to articulate 
a pedagogical rationale for doing answering, stating that maintaining the clarity and flow of an activ-
ity helps to promote learner talk in subsequent interaction, an issue she ‘never thought about … at 
least not consciously’ (p. 82).

When faced with learner inquiries that could not be readily addressed, Ann found that 
she tended to model exploration, displaying her thought processes as she attempted to decipher 
how to answer a learner’s inquiry. When asked about the appropriateness of the phrase assertive 
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communication, or if gun laws exist in NYC, or how to express the effect over time, Ann first dis-
played a thinking stance during silence:

(3.0) ((Ann looks up, as if contemplating)), then began to verbalize her thought processes; – 
yeah. i see what you mean. and i-i-i don’t’ know if I would say it quite like that, and then searched 
for resources for reaching an answer; [google it. that’s a good question.] (4.0) and it’s such a good 
question that i want you to do some research.

Again, seemingly unaware of such consistency in her interactional responses to problematic 
learner enquiries, Ann began to formulate a rationale for modelling exploration; to promote learn-
ers as knowledge-holders, to demonstrate how to think through genuine enquiries that students 
may not have answers to, and to give herself a glimpse into how her students were thinking.

In these structured mediational spaces, the CA transcripts themselves and Ann’s dialogue 
with the researcher about them, worked in consort to mediate the development of a more 
nuanced, more conscious awareness of her own interactional responses to learner inquiries. In 
doing so, she was able to articulate pedagogically sound reasoning for the ways in which she 
used talk-in-interaction to promote learner autonomy in her teaching. Ann claimed:

I never thought about looking at my teaching so intricately: the nonverbal, the pausing, all of it. 
And I really had no idea that I was so systematic or that I could be systematic and organic at the 
same time. … I need to explore my own understandings of what it means to teach and reconsider what 
learner autonomy means to me… I’m glad to know that there are still things I’m learning about myself.

(p. 86)

Fagan’s research makes a compelling case for professional development interventions that pay 
attention to the intricacies of the interactional work (made visible by CA) that goes on in the 
activity of actual teaching. Moreover, the mediational spaces created to assist Ann in understand-
ing the quality and character of her own instructional practices emerged through dialogue with 
the researcher/teacher educator.

Developing conceptual teaching

VSCT-informed research in LTE has also focused on a key principle in VSCT-inspired peda-
gogy: how teacher educators/researchers intentionally insert relevant academic concepts into 
their work with teachers with the goal of enabling teachers to develop conceptual teaching. The 
particular academic concept or concepts are typically new to teachers, and thus learning to teach 
through these concepts requires that teachers come to internalise these concepts in the activities 
of actually teaching through them. The intentions behind the practices that foster conceptual 
teaching, like others we have described here, are to create safe meditational spaces where teach-
ers play with their emerging understandings of the academic concepts to which they have been 
exposed as they try to restructure their teaching activities through those concepts. And to reiter-
ate our position on the dialectic unity of praxis, the practice of intentionally engaging teachers 
with relevant academic concepts through which they come to re-envision and restructure their 
teaching activities informs theory on how academic concepts and teacher/teacher educator 
verbal mediation assists and supports the development of conceptual teaching (and dialectically, 
theory on practice).

As language teacher educators, we know that there is a difference between knowing the 
subject matter content and teaching someone else how to know and do something of substance 
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with that content. This is compounded when teachers are asked to teach subject matter content 
that they themselves have not fully internalised. This was the case for Worden’s (2015) study 
of an experienced ESL teacher who was asked to teach the academic writing genre of the 
analytic essay during her first semester of teaching a post-secondary L2 composition course. 
Not only was the analytic essay new to this teacher, it was new to the curriculum of the ESL 
composition program, and thus few resources were available to assist her in planning, teaching, 
or assessing this genre. Building on the theoretical construct of pedagogical content knowledge 
(Shulman, 1987), or the specialised content knowledge that teachers use to make the content 
they are teaching accessible and useable for students, Worden traced this teacher’s developing 
pedagogical content knowledge of the analytic essay while she was engaged in the activities of 
teaching it. The VSCT-informed practices that made up the design of Worden’s study included 
five semi-structured interviews in which the teacher, Sonja, was asked to draw concept maps of 
her emerging understanding of the analytic essay. Video recordings were taken of Sonja teach-
ing the entire analytic essay unit followed by three stimulated recall sessions in which Sonja 
and the researcher discussed selected excerpts where she was explaining content, the students 
made contributions or asked questions about content, and any apparent moments of confusion 
for her or her students. Near the end of the semester, an additional stimulated recall session was 
conducted in which Sonja was asked to select high, middle, and low-quality students’ analytic 
essays and comment on strong and weak elements of each essay. While Worden was clearly posi-
tioned as the researcher rather than a teacher educator in this study, the practices she employed 
were intended to create safe mediational spaces in which Sonja was able to externalise her 
thinking, verbalise her emerging conceptualisation of the analytic essay, and critically reflect 
on her attempts to make the essential elements of this genre accessible and usable for her ESL 
writers.

While Sonja’s initial conceptualisation of the analytic essay was vague and unelaborated (when 
you take an issue (.) that is clearly controversial, or debatable, or (.) just doesn’t sit well with people, and 
you explicate it, you learn all you can about it), as she taught the unit, the concept of points of analysis 
emerged as a pedagogically appropriate representation for how to help her students conceptu-
alise the essential elements of this unfamiliar genre. Throughout the teaching of this unit, this 
concept, points of analysis, became more fully elaborated (parts of an issue, from different perspectives, 
taking a microscopic view) which allowed Sonja to develop a more systematic and easily general-
ised conceptualisation of the genre itself and as a more workable pedagogical tool to teach it. 
As the meaning of this concept of points of analysis emerged through use, both concretely with 
her students and through dialogue and guided reflection with the researcher, her concept maps 
became more elaborate and coherent, her instructions and explanations became more detailed 
and targeted, and she was better able to consciously and reflectively direct and regulate her own 
teaching activities.

Worden’s research suggests that the development of pedagogical content knowledge for 
teaching is emergent, dynamic, and importantly mediated by the teacher’s interactions with 
her students. It also illustrates in real-time what and how teachers learn as they engaged in the 
activities of teaching, as well as how what they learn gets instantiated in how they teach. Finally, 
it speaks to the design and enactment of VSCT-informed practices in which teachers engage in 
guided reflection and dialogue with an expert other about their own teaching as they develop 
conceptual teaching.

An additional example of VSCT-informed research that focused on developing conceptual 
teaching centered around a widely used professional development strategy known as instruc-
tional coaching (Knight, 2009). Designed to foster conceptual thinking and conceptual teaching 
through dialogue with an instructional coach, instructional coaching entails creating ongoing, 
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collaborative, mediational spaces for teachers to focus on subject matter content, teaching activi-
ties, and student learning. Teemant et al. (2011) and Teemant and Hausman (2013) have taken up 
instructional coaching as a VSCT-informed practice to mediate individual teacher development 
by linking it to six standards for effective pedagogy for K-12 content-area teachers who work 
with English language learners (ELLs). Informed by the tenets of VSCT and critical pedagogy, 
the standards conceptualise learning as inherently social, teaching as offering appropriate assistance 
to facilitate students’ learning, knowledge as co-constructed and culturally formed, and taking 
action to remedy societal inequities in students’ lives and communities. For their teachers, the six 
standards (joint productive activity, language & literacy development, contextualisation, challenging activi-
ties, instructional conversations, critical stance) functioned as manageable and transparent academic 
concepts that they came to understand and eventually enacted by assessing their own peda-
gogical effectiveness through guided reflection and dialogue before, during, and after a series of 
lessons with an instructional coach. Additionally, the instructional coaching sessions focused on 
helping teachers working to change the ways in which they organise instruction (small groups), 
attend to the quality and character of their interactions with students (instructional conversa-
tions), and create opportunities for civic engagement (inclusive learning communities).

In a series of mixed-methods studies, Teemant and her colleagues established links between 
K-12 content-area teachers’ engagement in instructional coaching around the six standards for 
critical sociocultural pedagogy, observable transformations in teachers’ pedagogical practices, 
and increases in student academic achievement. Notably, Teemant and Hausman (2013) empiri-
cally demonstrated that teachers who participated in a 30-hour workshop followed by seven 
cycles of individualised instructional coaching were not only better able to enact the standards 
of critical sociocultural pedagogy, but their students, in particular ELLs, showed marked gains in 
academic achievement. Additionally, participation in instructional coaching was found to foster 
teacher creativity and ownership of the curriculum and a renewed sense of professional agency.

In our most recent work (Johnson & Golombek, 2016), we detailed how we challenge 
teachers’ everyday concepts, promote conceptual thinking, and develop conceptual teaching by 
examining the motives, processes, and goals imbue behind our VSCT-inspired LTE practices. We 
empirically documented our interactions with our teachers as they unfolded within our own 
sociocultural and institutional contexts (see Chapters 5–9 for detailed practices and interactions). 
We propose responsive mediation as a psychological tool for teacher educators to orient and 
enact an intentional and systematic pedagogy that supports the development of L2 teacher/
teaching expertise, as well as to examine the quality and character of the dialogic interactions 
that develop through the specific practices of our pedagogy. We place the teacher educator–
teacher relationship/interaction at the center of this concept in that we teacher educators need 
to be mindful of who our teachers are (present), have come to be (past), and aspire to be (future); 
as well as where they are cognitively, affectively, and experientially as they experience being and 
becoming a teacher. We need to make explicit to ourselves and our teachers our motives, inten-
tions, and goals when designing, sequencing, and enacting our pedagogy so we intentionally 
direct what happens inside our practices. As we interact with our teachers, responsive media-
tion should then emerge in the specifics of what a teacher is experiencing, the challenges and 
possible contradictions faced, along with a range of emotions experienced. As we engage with 
these specifics, we try to identify the upper limits of teachers’ potential and provide the kind of 
support that teachers need and can exploit. Responsive mediation also involves moving back 
and forth between the academic concepts that we have inserted to restructure teachers’ everyday 
concepts, through extensive and extended participation in talking through and enacting those 
concepts their teaching activity.

Paula R. Golombek and Karen E. Johnson
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Future directions

Our chapter has demonstrated how various language teacher educators/researchers have infused 
VSCT-grounded practices into their LTE programs and professional development activities, 
thereby creating the kinds of structured mediational spaces in which L2 teachers are exposed 
to academic concepts that challenge their everyday understandings of language teaching and 
learning, and are supported – mediated – as they try to enact budding teacher identities and 
alternative instructional practices. This research, embodying Vygotsky’s call for praxis, demon-
strates how professional development programs and activities function as ‘laboratories’ where 
VSCT can be used as a theoretical lens to understand the development of L2 teacher/teaching 
expertise, as well as can be intentionally applied in appropriately organised LTE practices to 
promote L2 language teacher/teaching expertise.

Much research on teacher cognition has focused on what Kubanyiova and Feryok (2015) 
have recently conceptualised as the ecologies of teachers’ inner lives without considering how this 
connects with student academic achievement. Future research needs to explore this connection 
between L2 teacher learning and student learning, what Freeman and Johnson (2005) have 
described as a ‘relationship of influence’. The relationship of influence between teacher devel-
opment and student learning, from a VSCT stance, is viewed as being in a dialectic in which 
they mutually shape each other as they interact within various teaching-learning activities. We 
echo our call (Johnson & Golombek, 2018) for exploration of this relationship of influence by 
encouraging teacher educators/researchers to trace the internal activity of teacher professional 
learning as it is unfolding, to detail the mediational means shaping teacher learning, accounting 
for how and why teachers re-shape their instructional thinking and activities while concomi-
tantly determining how student engagement in such activities influences what and how they 
learn. We also believe methodological ingenuity that can capture, for example longitudinal stud-
ies of teacher development and in-process teacher thinking and teacher-student interactions, 
can be useful in informing our understandings of how teachers and students learning shape 
each other.

Language teacher cognition offers a relationship of influence as well when it comes to the 
quality and character of L2 teacher education pedagogy. In this chapter, we have shown how 
VSCT-inspired teacher educators/researchers have made their LTE pedagogy explicit and 
explored the influences and consequences of LTE practices and interactions on the professional 
development of L2 teachers. Future research should continue to empirically document teacher/
teacher educator interactions as they unfold within the located contexts in which they occur. In 
doing so, we come to understand the consequences of our practices as teacher educators on the 
teachers for whom we are responsible, re-shaping our expertise in that process.

Further reading

Johnson, K. E. (2009) Second Language Teacher Education: A Sociocultural Perspective. New York: Routledge.
 Overviews the theoretical underpinnings of a Vygotskian SCT perspective and what it offers the field 

of L2 teacher education.
Johnson, K. E. and Golombek, P. R. (eds) (2011) Research on Second Language Teacher Education: A Sociocultural 

Perspective on Professional Development. New York: Routledge.
 Fourteen original SCT/AT informed research articles that document the complexities of L2 teachers’ 

professional development in diverse L2 teacher education programs.
Johnson, K. E. and Golombek, P. R. (2016) Mindful L2 Teacher Education: A Sociocultural Perspective on Culti-

vating Teachers’ Professional Development. New York: Routledge.
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 Demonstrates the meaningful role that L2 teacher educators and L2 teacher education play in the pro-
fessional development of L2 teachers through systematic, intentional, goal-directed theorised L2 teacher 
education pedagogy.

Lantolf, J. P. and Poehner, M. E. (2014) Sociocultural Theory and the Pedagogical Imperative in L2 Education. New 
York: Routledge.

 Explicates the full implications of a praxis-oriented language pedagogy – the pedagogical imperative.
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Introduction

Second language teacher education (SLTE) programs that basically consist of foundation courses 
followed by a teaching practicum are designed to prepare learner teachers for a teaching career. 
However, when they begin their teaching careers, what usually happens is that many soon real-
ize there is something of a mismatch between the contents of their SLTE programs and their 
lived experiences as novice teachers (Farrell, 2012, 2015a, 2017). They discover that some of 
their theory focused SLTE courses have little to do with practice and some of their methods 
(or practice) courses have not enough theoretical conceptualizations of teaching and learning 
a second/foreign language (Farrell, 2016). Thus, many learner teachers have a difficult time 
adjusting to life in real classrooms and feel that they have not been adequately prepared for the 
reality of their teaching careers. Consequently, SLTE programs must be able to prepare teachers, 
as noted by Darling-Hammond and Bransford (2005: 359) to ‘become professionals who are 
adaptive experts within the context in which they teach.’ One way of nurturing learner teachers 
to become adaptive practitioners is to develop teachers as reflective practitioners who can make 
their own informed decisions about their practice based on such reflection (Farrell, 2015b).

This chapter discusses how SLT educators can encourage learner teachers to become reflective 
practitioners. The chapter outlines how SLT educators can make use of technology, critical friend-
ships, team teaching, peer coaching, dialoging, service learning, writing, action research and analysis of 
critical incidents to encourage learner teachers to engage in reflective practice. The chapter first dis-
cusses the concept of reflective practice and second language teacher education and then outlines the 
reflective activities that can help teachers to reflect on their practice. In addition, it should be noted 
that the reflective activities outlined in this chapter should be viewed from a collaborative, coop-
erative, sharing, personal experience and peer-feedback dialoguing position rather than practiced in 
isolation; as Dewey (1933) noted, reflective practice is best practiced in the company of others.

Reflective practice and SLTE

Over the past 30 years or so SLTE programs worldwide have developed courses that are designed 
to prepare language teachers (L2 teachers) for future teaching careers. However, early research 
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(e.g. Freeman, 1994; Tarone & Allwright, 2005) cautioned that we may not be preparing L2 
teachers for the reality they would face in real classrooms, yet over the ensuing years, L2 pro-
grams have continued to deliver academic and theoretical content in courses that were arguably 
not serving the needs of the teachers (Faez & Vaelo, 2012; Wright, 2010). Indeed, as is often the 
case, when learner teachers are presented with any new teaching innovation in SLTE, they are 
slow to incorporate these when they enter real classrooms; as Tang, Lee, and Chun (2012: 91) 
noted, ‘there is often a disparity between the suggested new practice [in SLTE] and its quality 
and frequency of use in the real classroom.’

This issue remains a major challenge for SLTE programs today and as Johnson (2013: 76) has 
noted, it is the responsibility of SLTE programs to present concepts they think are important to 
teachers, ‘but to do so in ways that bring these concepts to bear on concrete practical activity, 
connecting them to everyday concepts and the goal-directed activities of everyday teaching.’ 
Recently a number of SLT educators have begun to take notice of this theory/practice gap in 
their programs and have suggested that reflective practice can provide a context whereby learner 
teachers can make these connections between theory and practice. SLT educators can incor-
porate various reflective activities so that both pre-service and inservice language teachers can 
engage in self-reflection in order examine their prior beliefs and practices so that they can begin 
to question these and (re)consider what is best for their students’ learning (Tang et al., 2012). As 
Tang, Lee, and Chun (2012: 105) point out, ‘through self-reflection and questioning of the old 
practices, new ideas will be able to emerge.’

Technology and reflective practice

With advancements in technology, SLTE programs now have many more delivery and discussion 
formats at their disposal that can be used to encourage teachers to engage in reflective practice. 
For example, Faez et al. (2017) have noted a shift from providing solely traditional face-to-face 
instruction to delivering courses, or components of courses, on online interactive forums. They 
noted that these technology-enhanced environments are becoming a popular way of promoting 
discussions beyond the classroom, and increasing opportunities for languaging (or verbalizing 
thoughts for enhanced learning) and collaborative dialogue (problem-solving dialogue between 
two or more people) as participants attempt to engage in knowledge building. Faez et al. (2017) 
used Google Docs, an online collaborative word processor, as a platform to determine whether 
such a forum can provide a favorable space to facilitate rich discussions in language teacher 
education programs. Although they reported that they all felt that using an online platform for 
further discussions was a useful pedagogical tool, they also noted that such a platform did not 
lead to discussions that were as effective as their face-to-face communications, and concluded 
that it has limitations if using it as a sole means of classroom interaction in teacher education 
programs because although they believed that languaging occurred through their online contri-
butions, chances for collaborative dialogue to form new knowledge were actually limited. Thus, 
the Faez et al. (2017) study indicates that the key to using online interactive forums effectively 
is finding an appropriate balance between these online collaborations and the more traditional 
face-to-face interactions in order to provide optimum opportunities for collaborative learning.

Advancements in communications technology also open SLTE programs to more virtual 
environments where mentors, instructors and supervisors participate in support with meaning-
ful exchanges of ideas so that pre-service teachers can reflect through online collaborations. 
Mann (2015) outlined how supervisors can use such online collaborations when providing 
feedback on academic writing tasks and assignments in teacher education programs so that 
they become more dialogic. Mann (2015) detailed how supervisors can provide audio-feedback 
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through screen capture software (in this case Jing). This method of providing feedback in teacher 
education programs he noted, allows a supervisor to simultaneously provide a visual focus and 
an auditory commentary that provides a more scaffolded and dialogic process. This provides a 
type of reflective feedback loop input (see Woodward, 2003) where their experience (receiving 
both written and spoken feedback) enables more dialogue and reflection by both tutors and 
learners and enables discussion about the process of receiving feedback in this form.

Reflection in SLTE programs can also be enhanced with the compilation of blog-based 
teaching portfolios because they create opportunities for discussion, inquiry, feedback and 
reflection in a social networking environment and enable collaborative learning and informa-
tion sharing among participants (Farr, 2015; Farr & Riordan, 2017; Tang & Lam, 2014). Such 
blogging technology according to Tang and Lam (2014) who used them successfully in a Hong 
Kong language teacher education context, allows teachers to record personal voice, critical 
thinking and reflection which creates an online learning community (OLC). Studies of these 
blog-based teaching portfolios have shown positive results in scaffolding reflection, mediating 
teacher education reform, fostering teacher competencies, and having a positive impact on 
teacher professional development as well as having an overall positive impact on the institutional 
environment (Tang & Lam, 2014). Tang and Lam (2014) reported that as long as members of 
the online learning communities remain active they can obtain continuous feedback and sup-
port from peers and mentors and discussion and resources can be stored and retrieved at any 
time, thus providing a powerful tool for the professional development of language teachers. As 
Farr and Riordan (2017: 24) maintain, such blogs and e-portfolios in SLTE programs are ‘good 
mechanisms to promote individual and collaborative reflective practices.’

Critical friends and reflective practice

Critical friends (sometimes called critical friends groups (Bambino, 2002)) are two or more 
teachers who collaborate in a mode that encourages discussion and reflection in order to 
improve the quality of language teaching and learning. Teacher critical friendships entail enter-
ing into a collaborative arrangement with other teachers ‘in a way which encourages talking 
with, questioning, and even confronting, the trusted other, in order to examine planning for 
teaching, implementation, and its evaluation’ (Hatton & Smith, 1995: 41). Farrell (2014) outlined 
an example of a critical friendship in TESOL where three teachers reflected on their practice 
over one semester of teaching as critical friends. The teachers reported that they really enjoyed 
collaborating with each other, and suggested the isolated nature of the job of teaching. As one 
of the teachers explained, ‘So often you are out on your island: “Here I am by myself ”. Am I the 
only one having this issue?’ However as a result of her discussions with her colleague, she began 
to see her colleague ‘in a whole new role’ as a ‘critical friend’; she said that her colleague ‘clicked 
into almost a mentor mode because she had taught speaking so much more than I have recently 
and then she came up with these [teaching] ideas.’ This critical friendship made her realize the 
value of colleagues collaborating; she continued: ‘It just started to hit me that as we were talking 
that we could do more together than this; that’s what you need between colleagues to get this 
kind of thing going’ (Farrell, 2014: 51). In addition, Farrell (2013: 88) has suggested that critical 
friendships provide teachers with opportunities to ‘reflect on and consolidate their philosophical 
and theoretical understanding of their practices and if they desire, can even lead to further and 
more detailed exploration of different aspects of teaching through detailed action research pro-
jects.’ Thus, teacher education programs and courses should consider adding critical friendships 
into various activities, tasks, joint assignment and collaborative work so that learner teachers can 
realize that they are not alone when they begin their teaching careers.
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The usual composition of critical friends as a pair of teachers reflecting together outlined 
above has been extended to a Critical Friends Group whose composition is ultimately decided 
by its members and can consist of two to 12 members. Dunne, Nave, and Lewis (2000: 9) define 
the goal of critical friendships as ‘to identify student learning goals that make sense in their 
schools, look reflectively as practices intended to achieve these goals, and collaboratively exam-
ine teacher and student work in order to meet that objective.’ These groups meet usually with 
the help of a facilitator who manages the reflective process. As Johnson (2009: 101) has noted, 
‘Critical Friends Groups although differing in the way they form or are used, all share common 
elements: sharing the question or dilemma, inviting questions from the participants, giving and 
receiving feedback, and promoting self-reflection.’

Research by Vo and Nguyen (2010) has noted the sensitivity of culture on Critical Friends 
Groups as they reported the learner teachers were initially hesitant to offer any criticism for 
fear of hurting others, but as the participants gained more trust, they became more comfortable 
contributing to the group. Vo and Nguyen (2010: 210) observed that Critical Friends Groups 
offered novice TESOL teachers ‘opportunities to learn from colleagues’ as they developed a 
sense of community and this ultimately led to improvement in their teaching. In a similar 
conclusion, Lakshmi (2014: 200) also links the collaboration involved in such arrangements as 
beneficial to their overall empowerment as teachers: ‘Teachers realized the need for collaborative 
work, and sought advice from their senior colleagues to solve their classroom problems and for 
their self-evaluation’.

Team teaching and reflective practice

Team teaching is another type of critical friendship arrangement whereby two or more teach-
ers cooperate as equals as they take responsibility for planning, teaching and evaluating a class 
(Richards & Farrell, 2005). Team teaching moves reflection beyond the usual practices adopted 
in many teacher education programs during the teaching practice (or field experiences) com-
ponents such as student teachers observing lessons before obtaining the responsibility to teach 
a class alone. Team teaching involves developing a collaborative partnership between two or 
more teachers in order to develop a lesson to teach and evaluate, thus moving reflective practice 
from an individual pursuit to a more collaborative and dialogic process (see below for more 
on dialoging). Typically in such a collaboration the ‘team’ share responsibility for planning a 
class and/or course, then teaching the class/course, completing follow-up work (i.e. evalua-
tions/assessments), and making various decisions and outcomes. Teachers usually cooperate as 
equals, though some elements of coaching (see below) may occur (DelliCarpini & Alonso, 2015; 
Richards & Farrell, 2005). Such team teaching collaborations better prepare the teachers for the 
transition to real classrooms. Central to team teaching collaboration is the sharing of experiences 
and reflective dialoging (see Mann & Walsh, 2017, and below for more).

Implementing team teaching in SLTE during field experiences can occur within five dif-
ferent models: the observation model, the coaching model, the assistant teaching model, the equal status 
model and the team teaching model. In the observation model one teacher observes (with a pre-agreed 
observation protocol) the other teacher teaching and collects information about the lesson and 
has no interaction with the students. Both teachers analyze and reflect together after the les-
son (Badiali & Titus, 2010). In the coaching model, besides observing as in the previous model, 
the coach is expected to provide suggestions, assistance and support in a kind of mentoring 
capacity (Goker, 2006). In the assistant team teaching model, one teacher takes the lead, and the 
other teacher becomes an assistant, providing support to learners when necessary during the 
lesson (Badiali & Titus, 2010). The equal status model as the name suggests is a collaborative team 
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teaching arrangement where both teachers have an equal status with all aspects of planning, 
delivery and evaluation (Dugan & Letterman, 2008). Finally, in the team teaching model, both 
teachers work collaboratively and share planning, delivery and evaluation equitably; however, 
unlike the models above, here both teachers are in front of the class together taking turns lead-
ing a discussion, while the other demonstrates something in front of the learners (Badiali & 
Titus, 2010). This model is more elaborate than the other three as it takes more time to set up 
as both teachers need to learn more about each other’s teaching style (Badiali & Titus, 2010). 
Thus a wide variety of team teaching models (many of which can be combined) are available 
that promote reflection in SLTE.

In TESOL Yang (2013) conducted an ethnographic study during a graduate-level internship 
which included team teaching and noted that such an approach can develop cooperative work-
ing relationships, interpersonal networks and intercultural communication skills. Because the 
learner teachers get feedback from their co-teachers and supervisors, they can, as Yang (2013) 
observed, attempt to put TESOL theories learned in teacher education programs into practice 
as they gain practical and in-context teaching experience to improve their team teaching in the 
sessions that followed. The team teaching arrangements allowed the learner teachers to divide up 
what needed to be done and as a result, Yang (2013) reported the teachers found it more effec-
tive and easier to manage the challenges that many learner teachers initially face.

Gan (2014) also reported the positive effects of team teaching arrangements similar to a 
combination of the observation model above, for learner teachers mostly because of the impact of 
immediate feedback the teachers obtained from their peers and an increase in self-confidence. 
As Gan (2014: 136) says, ‘Sharing among the fellow student teachers, most likely developed 
confidence in “self as a newcomer” and the timely feedback of peers contributed to valuing 
of personal experience in capacity to generate knowledge for teaching.’ Aliakbari and Nejad 
(2013) explained that their encouragement of team teaching arrangements resulted in collabora-
tion and consensus between the co-teachers as they all determined every issue of the teaching 
process, including evaluations at the end. However, they also note that students can sometimes 
become confused because team teaching is a novel approach for many given that some cultural 
expectations of teaching will differ depending on the context. Thus, Aliakbari and Nejad (2013) 
point out these team teaching arrangements will require consensus and planning and careful 
consideration of cultural background that includes such variables as the gender composition of 
the teams. Thus incorporating team teaching into SLTE programs can encourage and develop 
collaborative reflective practices among learner teachers.

Peer coaching and reflective practice

As mentioned in the section above in the coaching model of team teaching, peer coaching is 
another collaborative arrangement between teachers in SLTE that can promote collaborative 
reflection. Peer coaching is defined as ‘the process where teams of teachers regularly observe 
one another and provide support, companionship, feedback, and assistance’ (Valencia & Killion, 
1988: 170). However, it is different from the team teaching arrangements discussed above as it is 
intended to improve specific instructional techniques of one of the peers, usually the observed 
teacher, in a supportive environment.

Within SLTE, peer coaches can enrich teaching practice (field-based programs) where peer 
coaches observe and record the performance of their peers, provide feedback on the observed 
teaching practice, and help the teacher correct any perceived deficiencies and thus improve 
instruction. Peer coaching is also important in inservice education whereby a more experienced 
peer teacher provides constructive feedback in a safe learning environment so that the observed 
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teacher (less experienced) can develop new knowledge and skills and a deeper awarness of his 
or her own teaching. Thus the more experienced teacher can take on a mentoring role but both 
teachers view themselves as peers and equals. Arslan and Ilin (2013) outline the positive effects 
in terms of changes to their practices related to classroom management skills of a peer-coaching 
activity where teachers were in pairs and observed one another’s lessons, exchanged feedback 
and repeated the process in a 3 week cycle. Indeed, they reported its success, in that the peers 
were willing to participate because it was tailored to their particular needs.

Thus, there are different types of peer coaching arrangements such as technical coach where a 
teacher seeks the assistance of another teacher who is experienced and more knowledgeable in 
order to learn new teaching methods/techniques (Richards & Farrell, 2005). Another type is a 
collegial coach where two teacher-peers focus on refining their existing teaching practices (Rich-
ards & Farrell, 2005). Yet another type of coach is a challenge coach where a problem arises and 
two teachers work jointly to resolve the problem (Richards & Farrell, 2005).

Within a US context, these different types of peer coaching arrangements can also be used 
in combination as attested to in research by Artigliere and Baecher (2017) and DelliCarpini and 
Alonso (2015). Artigliere and Baecher (2017) is an example of how different combinations of 
co-teaching arrangements in the US can become complicated for novice ESL teachers when 
they have to navigate different and sometimes competing models of content-based instruction 
(CBI) such as a push-in model where the ESL teacher provides instruction inside the students’ 
content or grade-level classroom; a pull-out model where students receive ESL instruction in 
small groups in another location; and/or a team teaching model where the ESL and classroom or 
content teacher jointly provide instruction to English language learners (ELLs). As a result, these 
teacher educators instituted a policy in their teacher education course where the candidates had 
to deliver at least one co-taught lesson during their practicum (for more on the practicum, see 
section below).

DelliCarpini and Alonso (2015) in a US context also noted that their TESOL learner teach-
ers were struggling with the demands of content where the content is that of the academic 
program in which their English language learner (ELLs) students were enrolled and where 
content teachers had a lack of awareness and understanding of the needs of ELLs in the main-
stream classroom. They realized that this was an issue related directly to ESL teacher preparation 
so they devised what they call a two-way content based instruction (CBI) that extends teacher 
collaboration and traditional CBI. As a result they restructured their teacher education program 
and implemented coursework specifically designed to prepare pre-service teachers to effec-
tively engage in Content Based Instruction that is tied to the academic curriculum through 
two-way CBI and teacher collaboration. Thus, ‘teams’ (English, Science, Math) developed and 
collaboratively worked from discussing relevant issues related to teaching to co-planning and 
actual co-teaching as the pre-service teachers learned how to develop both language and con-
tent for ELLs in both the ESL and mainstream settings. Two-way CBI promotes collegiality, 
alleviates the feeling of isolation, and also lowers student-teacher ratios in classrooms so that 
learner teachers can have more opportunities to develop their reflective skills and teaching 
repertories.

Dialog and reflective practice

Teacher educators can encourage learner teachers to engage in reflective dialogue either face-
to-face or in an online mode. As Mann and Walsh (2017: 8) point out, reflection benefits from 
such dialogue because it ‘is a crucial part of the reflection-action-further-action cycle, since 
it allows for clarification, questioning and ultimately enhanced understanding.’ Reflection is 
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enhanced when operated through dialogue with a peer or more experienced colleague, mentor 
or teacher educator (see critical friends, team teaching, and peer coaching) or groups. These can 
be called teacher support groups and/or development groups, and/or reflection groups, and/or 
online chat groups and so on, where teachers come together in a mutual aid type collaboration 
in which they explore various issues that either directly impact their teaching and/or their prac-
tice in general including their professional identity outside the classroom (Farrell, 2014). They 
can be informal gatherings and at the same time they can engage in small-scale projects (action 
research or the like—see below).

Engaging in discussions with other professionals increases the likelihood that teachers will 
learn something from each other because each individual teacher will bring a different perspec-
tive to the discussions. In such a manner, entering into a discussion with another teacher or 
group of teachers can result in gaining new knowledge, new perspectives and new understand-
ings that would have been difficult for teachers reflecting alone. As Mann and Walsh (2017: 
8) point out, learner teachers can ‘be “scaffolded” though their “Zones of Proximal Develop-
ment” (ZPD) to a higher plane of understanding through the dialogues they have with other 
professionals.’ Mann and Walsh (2017) also maintain that discussions with other teachers can be 
enhanced if artifacts are included such as video analysis and other such recordings of teaching to 
promote more systematic dialogue.

Research in TESOL supports the use of such dialogue in groups to enhance reflection. Chick 
(2015) for example, looked at dialogic interaction and exploratory talk during post-teaching 
practice discussions and examined the ways in which such an approach may help promote long 
term reflective practice involved in developing pedagogic expertise. Chick (2015: 302) reported 
that dialogic interaction and exploratory talk provided ‘the space for learner teachers to exter-
nalize their understandings of the teaching process and thus facilitate mediation by the educator.’ 
As a result, Chick noted that the learner teachers could learn from each other as they began to 
uncover their implicit beliefs regarding classroom actions, probe their emerging understandings, 
and encourage exploration of the teaching and learning process. Chick concludes that reflective 
conversations can mediate the development of learner teachers as they learn to teach. In another 
study, Kabilan et al. (2011) looked at teacher’s use of an online discussion forum/board to discuss 
participants’ (both preservice and inservice) video recorded teaching and also reported teachers’ 
enhanced reflections. As Kabilan et al. (2011: 110) reported, the sharing and exchanging of ideas, 
knowledge, experiences among students in a community of practice, ‘assisted the teachers to 
reconfigure and refine their knowledge in a community of practice.’

Service learning and reflective practice

SLTE programs usually provide some kind of field experiences that attempt to give their learner 
teachers some teaching practice. However, some language teacher educators are now beginning 
to realize that candidates may only obtain a formulaic understanding of TESOL rather than have 
any authentic experience in real classrooms because these experiences are very limited (Farrell, 
2017). Thus some SLTE programs in the US have implemented what they call ‘service-learning’ 
in order to provide more authentic teaching experiences. Service learning really moves field 
experiences to the ‘field’; or from traditional campus-based and formulaic presentation of pro-
grams to providing more authentic teaching experiences for their teacher candidates. Service 
learning seeks to mutually benefit both providers (TESOL programs) and recipients (schools) 
and because learning occurs in a context, it provides authentic experiences for learner teach-
ers about the sociopolitical nature of teaching. The authenticity of service-learning provides 
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opportunities for teachers to reflect in, on and for action (Farrell, 2015). Service learning has the 
following basic principles (adapted from Tomaš et al., 2017):

• Need: projects or partnerships revolve around an authentic need perceived by a community-
based partner—typically a school;

• Reciprocity: the developed service is mutually beneficial to both service provider (TESOL 
teachers) and the school;

• Reflection: service providers must reflect on the experience and connect practical experi-
ence with theoretical knowledge in order to gain maximum benefit;

• Civic engagement: service-learning foregrounds civic awareness and engagement.

In the US, many of these experiences attempt to provide authenticity in the form of service-
learning in after school programs. Some programs have the service learning experiences embed-
ded in the TESOL Methods course and immediately following the service-learning experiences 
the teacher educator conducts TESOL methods course at that school (Colombo et al., 2017). 
In such a manner learner teachers are better able to make sense of practice through theory 
and connect theory to practice because service-learning occurs in such authentic settings and 
in addition, the recursive nature of teachers’ theorizing, and an awareness of and sensitivity 
to the sociopolitical issues allows the teacher candidates to notice the way the context influ-
ences teachers’ decision-making (Tomaš et al., 2017). Thus when pre-service teachers engage 
in service-learning they can not only enhance their teaching skills, but also learn how to reflect 
critically about less visible aspects of teaching such as the socio-political culture of the context 
in which they are teaching.

Writing and reflective practice

The act of writing has a built-in reflective mechanism; teachers must stop to think and organize 
their thoughts before writing and then decide on what to write. After this they can ‘see’ their 
thoughts and reflect on these for self-understanding and development (Farrell, 2013). Such 
reflective writing can include written accounts of teachers’ thoughts, observations, beliefs, atti-
tudes, and experiences about their practice both inside and outside the classroom (Farrell, 2013). 
Teachers can include records of incidents, problems, and insights that occurred during lessons 
in order to gain new understandings of their own learning and practices. Thus, when teachers 
take the time to write about their practice they can express their opinions, hypothesize about 
their practice and of course reflect later on what actually happened during their practice and 
compare results.

There are different modes of writing for reflection, some of which include teacher journals, 
and online writing in blogs, chats and forums. When teachers are writing as reflection on their 
professional practice, they can either write for themselves and keep it, or they can share it after 
writing. When they write for themselves, they can include their personal thoughts and feelings 
as well as facts about their practice. They can read these for later reflection with the idea that 
they can look for patterns over time on the contents of their writing. When they reflect on the 
patterns they notice in their journal writing, they can become more aware of issues of interest 
in their practice.

Hernandez (2015) reported on the benefits of reflective journal writing for both preser-
vice TESOL teachers and their teacher educators. Hernandez used regular reflective journals 
and a written report on an observed class to see how preservice TESOL teachers could better 
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understand SLA theory and observed that reflective writing provided valuable information about 
the impact of course materials and class activities to raise student teachers’ awareness of their 
perceptions on SLA and on their philosophy of teaching. As Hernandez (2015: 147) remarked: 
‘The use of reflective writings allowed documentation of participants’ awareness of their role to 
bring about change in students’ lives, thus confirming that personal practical knowledge has a 
moral and emotional dimension as well.’ However, as Mann and Walsh (2017: 18) have pointed 
out, a common problem with writing as reflection is that ‘the focus of attention becomes the 
actual writing itself ’, and one result of this is that they can be faking what they write because 
of the demands of a TESOL course and the grading of this writing. This is a continuous issue 
in TESOL courses and some teacher educators have stopped grading these journals. Golombek 
(2015) for example, used journals as a course requirement but the journals were not graded. The 
pre-service TESOL teachers were asked to write a journal each week and email it to the instruc-
tor who would respond to their individual journals via email. In this manner the instructor 
hoped to foster their reflections as well as learn about what they were thinking and experiencing 
as they wrote about their expectations of an internship they were about to take up and their 
strengths and concerns as they embarked on their learning-to-teach experience. Thus, when 
incorporating writing as reflective practice, teacher educators are faced with the dilemma of 
deciding how much of the writing is really critically reflective and how much is mere descrip-
tion. Perhaps, teacher educators will need to provide examples of what they consider reflective 
writing so that learner teachers will be able to use this reflective activity effectively.

Writing has also been expanded to include online formats such as blogs, chats and forums 
in part to alleviate the above issue. Such online formats are easy to use (does not require under-
standing of HTML or web scripting), interactive and can be continuously updated (Yang, 2009). 
Indeed, some TESOL teachers report that online writing formats are better than discussions 
because teachers can challenge peers online easier than when discussing issues face-to-face 
(Yang, 2009).

Action research and reflective practice

Action research has a reflexive relationship with reflection; as Wallace (1991: 56–57) has noted, 
action research is ‘an extension of the normal reflective practice of many teachers, but it is 
slightly more rigorous and might conceivably lead to more effective outcomes.’ Action research 
involves some kind of systematic collection of information or data in a planned manner (some 
may say planned interventions), followed by some form of analysis of what is revealed by the 
information or data, then a formal reflection on the implications of these findings for possible 
further observation and then action (Burns, 2009). The general stages (cyclical) of the action 
research process are: plan (problem identification); research (literature review); observe (collect-
ing data); reflect (analysis); and act (redefining the problem). Action research then for language 
teachers suggests that it serves to address and find solutions to particular problems in a teaching 
and learning situation and so it is undertaken to bring about change and improvement to a 
particular teaching practice.

Sowa (2009) encouraged preservice TESOL teachers to conduct action research projects 
together with course work in order to help them learn more about their English language learn-
ers. She reported that the learner teachers felt conducting actions such as research projects had 
given them ‘the tools to conduct small research projects in their classrooms and to share their 
ideas with colleagues’ (Sowa, 2009: 1029). Action research projects, as Sowa (2009: 1031) has 
observed, can help teachers to ‘start reflecting more critically about their practice, particularly 
with respect to strategies they teach in the classroom to help all students learn.’ In such a manner, 
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learner-teachers can develop skills needed to investigate and analyze challenges they may face in 
their classrooms in the future (Farrell, 2018).

Critical incidents and reflective practice

No amount of study in L2 teacher education programs can fully prepare language teachers for 
dealing with the full range of issues that language teaching involves (Farrell & Baecher, 2017). 
Indeed, it is a fact that most teachers will encounter various critical incidents in their teaching. 
When such a critical incident occurs, it interrupts (or highlights) the taken-for-granted ways 
of thinking about teaching, and by analyzing such incidents teachers can examine the values 
and beliefs that underpin their perceptions about teaching. Richards & Farrell (2011) have 
pointed out that some of these issues, incidents or unforeseen events may arise from working 
with learners of different cultural, linguistic, and educational backgrounds; some can result from 
the intrinsic difficulties learning a new language entails; and some may be the result of work-
ing with learners who have had difficult life experiences or who have pressing educational and 
other needs. SLTE programs should integrate more of these critical incidents and vignettes into 
their courses and materials so that learner teachers can get a glimpse of the real-world classroom 
challenges they will most certainly face when they begin their teaching careers (Farrell, 2015b).

In the field of TESOL Farrell (2013) has noted the positive effects when teachers analyze 
critical incidents. As he reported, teachers develop more awareness of how real practices can 
conflict with expectations and outcomes and as a result they can begin to explore assumptions 
that underlie their practice. In addition, Kiely and Davis (2010) also reported positive outcomes 
in TESOL when they used what they called a ‘critical learning episode’ from teachers’ own 
practice (among other reflective instruments) and analyzed in a series of interactive contexts: 
co-analysis with a Continuing Professional Development (CPD) leader and discussion with all 
participating teachers in a series of workshops and in ‘buddy’ groups of two or three teachers. 
Kiely and Davis (2010) concluded that the experience for the teachers was overwhelmingly 
positive (in the context of a CPD program) with the collaborative analysis of these critical 
incidents because they developed greater awareness not only of teaching but also of social and 
interpersonal dimensions of the classroom.

Conclusion

There is growing research evidence within SLTE that encouraging TESOL teachers to engage 
in reflection is making a positive impact on their careers because teachers recognize the devel-
opmental value and transformative potential in reflective activities. SLTE educators have various 
pedagogical tools at their disposal at the program and course level in order to encourage the 
habit of reflection. These include the use of technology, critical friendships, team teaching, peer 
coaching, dialoging, service learning, writing, action research and analysis of critical incidents 
to encourage reflection. These reflective activities need to be embedded into courses, activi-
ties and assignments in a collaborative manner so that learner teachers can be prepared to face 
future challenges they will encounter in their teaching careers. In addition, SLTE educators 
must themselves be aware of the nature of reflection and the required attitudes that go along 
with becoming a reflective practitioner. It is not enough to encourage reflection though as 
SLTE educators themselves must model reflection by examining their own practices. Indeed, 
recent research in TESOL has suggested that if SLTE educators want teacher learners to notice 
that they (teacher educators) are modelling a methodology they want their learner teachers to 
practice when they become teachers, then SLTE educators must make such links overt through 
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modelling for this realization to take place (Hanington & Devi Pillai, 2017). I agree with Wright 
(2010: 267) that the goal of SLTE is to produce ‘reflective teachers, in a process which involves 
socio-cognitive demands to introspect and collaborate with others, and which acknowledges 
previous learning and life experience as a starting point for new learning.’

Further reading

Farrell, T. S. C. (2015b) Promoting Teacher Reflection in Second Language Education: A Framework for TESOL 
Professionals. New York: Routledge.

 Taking the concept and the practice of reflective teaching forward, this book introduces a well-struc-
tured, flexible framework for use by teachers at all levels of development, from pre-service to novice 
to the most experienced. The framework outlines five levels of reflective practice—Philosophy; Prin-
ciples; Theory-of-Practice; Practice; Beyond Practice—and provides specific techniques for teachers 
to implement each level of reflection in their work. Designed to allow readers to take either a deduc-
tive approach, moving from theory-into-practice, or an inductive approach where they start from a 
practice-into-theory position, the framework can be used by teachers alone, in pairs, or in a group.

Farrell, T. S. C. (2018) Research on Reflective Practice in TESOL. New York: Routledge.
 In this comprehensive and detailed analysis of recent research on encouraging reflective practices in 

TESOL, Farrell demonstrates how this practice has been embraced within TESOL and how it contin-
ues to impact the field. Examining a vast array of studies through his own framework for reflecting on 
practice, Farrell’s analysis comprises not only the intellectual and cognitive but also the spiritual, moral, 
and emotional aspects of reflection. Reflection questions at the end of each chapter provide a jumping-
off point for researchers, scholars, and teachers to further consider and reflect on the future of the field. 
Providing a holistic picture of reflection, this book is an original compendium of essential research on 
philosophy and principles, instruments used in studies, and theory and practice.

Barnard, R. and Ryan, J. (eds) (2017) Reflective Practice: Voices from the Field. New York: Routledge.
 Barnard and Ryan’s (2017) collection contains reflective practice studies of TESOL teachers (preservice 

and inservice) on topics such as (collaborative) lesson planning, classroom observation, lesson transcripts, 
post-lesson discussions, journal writing, reflection on action, reflection in action, critical friends, and 
focus groups. The aim of the book is to explain a range of options for implementing the reflective prac-
tice cycle in educational settings in various international contexts. Written by international academics, 
these studies show how reflection can be interpreted in different cultural contexts.

Mann, S. and Walsh, S. (2017) Reflective Practice in English Language Teaching. New York: Routledge.
 Mann and Walsh’s (2017) book outlines an empirical, data-led approach to reflective practice and uses 

excellent examples of real data along with reflexive vignettes from a range of contexts in order to help 
teachers to reflect on their practices. Mann and Walsh also note the importance of dialogue as crucial 
for reflection as is allows for clarification, questioning and enhanced understanding.

Watanabe, A. (2016). Reflective Practice as Professional Development Experiences of Teachers of English in Japan. 
Bristol: Multilingual Matters.

 Atsuko Watanabe (2016) book outlines a study of the reflective practices of seven inservice TESOL teachers 
in a high school setting, in Japan. Beginning with a series of uncomfortable teacher training sessions delivered 
to unwilling participants, the book charts the author’s development of new methods of engaging her partici-
pants and making use of their own experiences and knowledge. Both an in-depth examination of reflective 
practice in the context of Japanese cultural conventions and a narrative account of the researcher’s reflexivity 
in her engagement with the study, the book introduces the concept of ‘the reflective continuum’—a non-
linear journey that mirrors the way reflection develops in unpredictable and individual ways.
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Introduction

In much the same way as ICT (Information and Communications Technology) provides opportuni-
ties to access high quality resources for language learning, it has enormous potential to support English 
language teacher education. However, perhaps not surprisingly, there is considerably more research 
and literature written about the uses and potential of technology for learning English (and other 
subjects) than there is about its effectiveness (or otherwise) for teachers’ professional development.

Through a growing number of platforms (e.g. online, mobile, social media, TV and radio), 
teachers can access resources and tools to develop their skills and subject knowledge. This is of 
particular relevance for teachers working in countries where the standard of more traditional 
opportunities for CPD is of poor quality and does not sufficiently prepare teachers to effectively 
support learning in the classroom. Through a variety of mediums and platforms, technology has 
the potential to offer teachers access to high quality content and resources which may help to 
bridge the gaps in their learning and development (Aslam et al. 2016).

The use of technology to augment learning for both students and teachers is clearly articu-
lated in several globally utilised frameworks of continuing professional development for English 
and other subject teachers. For example, the British Council’s framework incorporates 12 ‘pro-
fessional practices’ in which teachers are expected to demonstrate competence and of these, two 
have direct relevance to this area of work. Integrating ICT largely focuses on the technical skills 
needed to be able to use ICT with learners, but also the knowledge needed to be able to iden-
tify and assess the quality of learning resources available online. The professional practice Taking 
responsibility for professional development specifically includes a reference to using technology for 
this purpose. In another example, the EQUALS European Profiling Grid (2013) incorporates 
Digital media as one of three ‘enabling competences’ for teachers, which focuses on the develop-
ment of skills and knowledge to use technology with learners (and in later development phases 
to train other teachers to do the same). The Cambridge English Teaching Framework identifies 
Using digital resources as a sub-component of the broader area of Teaching, learning and assessment, 
focusing on supporting learners’ language development in and outside the class. However, using 
technology is not explicitly mentioned in the framework’s category of Professional development 
and values.

4
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Gaible and Burns (2005: 2) refer to the potential for the use of ICT in teacher education 
to be ‘a catalyst for new forms of teaching and learning’ in and outside the classroom, with 
application for teachers working in any subject domain or sector. In this chapter, priority will 
be given to examples and commentary relating to English subject teachers working in public 
(government-funded) school education systems, as opposed to those working within private 
language institutes. However, in line with Gaible and Burns’ assertion, it is anticipated that many 
of the principles will be transferable to different contexts.

When considering how technology is used in teacher education, we can identify three key 
areas worthy of investigation and comment:

1. Teachers or teacher educators using technology to facilitate professional develop-
ment, i.e. providing access to content, resources and tools (referred to by Gaible and Burns 
as ‘a delivery system’ – 2005: 2).

2. Teachers developing skills and knowledge which will enable them to appropriately 
incorporate technology in the face-to-face classroom. This includes both the technical 
skills required and understanding of effective pedagogical application (Carlson and Gadio 2002).

3. Teachers developing skills and knowledge to deliver teaching and learning 
through the medium of technology – usually at a distance – through online or 
other digital platforms (e.g. Skype; Moodle; etc.) For example, Xiao and Zhao (2011) 
discuss the professional development needs facing teachers who utilise technology (in this 
case radio) to provide English language teaching to their learners.

This chapter will focus predominantly on the first of these areas, with some brief discussion on 
the crossover in skills development for the use of technology with students in the classroom 
(face-to-face or otherwise). It explores the various ways that ICT could be used to augment and 
support teacher development, alongside a summary of the benefits, key issues and challenges that 
are specific to these modes of engagement. Three case studies will be presented and discussed, 
exemplifying the various ways that technology can be utilised in this regard. Through these, we 
consider the enabling factors that might be prioritised by individuals, institutions and govern-
ments when considering the deployment of technology to facilitate teacher development, to 
increase potential impact on teaching and learning.

Benefits of ICT for professional development

Technology affords a range of benefits for teachers’ professional development, regardless of the 
location in which they are living and working. While those in higher resource contexts will 
have the greatest opportunities for maximising its potential, there has been considerable focus 
on the advantages of using technology to provide access to high quality resources, content and 
development opportunities for teachers in otherwise low-resource contexts.

ICT provides access to content and curriculum-relevant resources, including ‘multimedia 
simulations of good teacher-training practice’. It enables access to resources developed by and 
for teachers all over the world, but can also be used to provide and share content among local 
groups of teachers quickly and easily – providing the requisite ICT infrastructure is in place and 
accessible. The key benefits described here can be summarised according to the impact on a) 
access, flexibility and choice with regard to CPD; b) opportunities for collaboration, community 
and inclusion and c) technology’s role in improving administrative processes and transferable 
digital skills.
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Access, flexibility and choice

For many, technology removes barriers to accessing content which is no longer ‘constrained 
to a particular time or place’ (Ally et al. 2014: 48). Ally et al. (2014: 50) cite research in sub-
Saharan Africa which has found that ‘teachers who own laptops are likely to engage in informal 
learning at their own pace, on their own time.’ As technology can enable professional learning 
to take place closer to the site of teaching, it also follows that teachers may be more likely to 
apply what they are learning in the classroom and to access solutions to challenges ‘just in time’ 
as opposed to ‘just in case’. Gaible and Burns (2005: 15–16) refer to this as a shift away from 
‘standardised teacher professional development’ towards that which is ‘site-based’ and ‘self-
directed’. They assert that ‘site-based teacher professional development, since it addresses locally 
based needs and reflects local conditions, should be the cornerstone of teacher development 
across the education system’ (ibid.) – although the process involved in making this shift should 
not be underestimated.

Technology can be plugged into existing programmes of teacher development, amplifying 
current provision – e.g. in a blended mode – and providing ongoing support beyond a face-
to-face component (Aslam et al. 2016). Whether or not used in conjunction with face-to-face 
input, the use of technology can help to shift the power, control and agency to the teacher to 
make decisions about where to place their focus. For example, Iris Connect, Onvu Learning and 
others are working with schools and teachers to use video technology which can enable self-
observation, reflection and developmental discussions with peers as well as mentors or super-
visors. This shifts the power away from a single observer to the teacher and enables him/her 
to more easily reflect on his/her own practice. This is in line with recommendations in much 
of the literature on teacher education, which highlights the need to move away from a purely 
top-down approach, including where training is delivered in lock-step mode or without input 
or choice from the teachers (Acedo 2014). This also supports the professional practice of Taking 
responsibility for professional development as described earlier.

Collaboration, community and inclusion

Digital platforms are about much more than just access to repositories of content. They also 
enable significant opportunities for teachers to connect and collaborate (Ally et al. 2014). These 
platforms can enable more individualised trainer–trainee and peer collaboration within a fixed 
group but also much wider connections to other educators around the world (Carlson and 
Gadio 2002: 119). More traditional approaches to providing information to teachers arguably 
offer less of these opportunities. As Laurillard (2016: 2) writes, ‘publishing a book is unquestion-
ably an instructivist approach to professional development.’

While there is the potential for technology-mediated teacher education programmes to deny 
opportunities to those who do not have the necessary skills or ICT access, they can also func-
tion to improve the inclusivity of professional development. For example, ICT-based resources 
can be of particular benefit to women in countries where travelling away from home to attend 
residential development programmes challenges societal norms and expectations (Aslam et al. 
2016). Teachers who have sensory or other impairments can also have greater access to develop-
ment opportunities through these platforms, where adjustments can be made to the way content 
is delivered or displayed to accommodate differing needs. There is, however, a need for greater 
exploitation of these affordances by online CPD providers; currently very few offer accessibility 
options.
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Improving administrative processes and transferable digital skills

Using technology to improve class administration and record keeping can enable a higher degree 
of accuracy, for example with inputting and analysing assessment results. It can also reduce the time 
spent on administration and reporting, leaving more time for focusing on processes and content 
that more directly improve the quality of teaching and learning that takes place in the classroom.

Utilising technology for the purposes of professional development also has the effect of 
improving teachers’ digital skills in general which can lead to more appropriate and effective use 
of technology with their learners (Ally et al. 2014). In contexts where learners can be classified 
as ‘digital natives’, teacher familiarity with current technological practices and software can also 
help them to better understand this important dimension of their learners’ lives.

Clearly there are a number of benefits to the use of technology for teachers’ professional 
development, with more likely to emerge as technology advances (e.g. state or school systems 
more formally adopting CPD tracking systems which will credit teachers for their involvement in 
communities of practice or online webinars or courses, further incentivising their involvement). 
Overall, it enables access to a wider range of content, resources and fellow professionals, allowing 
greater choice and flexibility on the part of the teacher. However, there are several issues inherent 
in the shift towards a focus on technology. Some of these will be explored in the following section.

Key issues and challenges

Despite the many useful affordances and features that technology offers, it is not a silver bullet 
which will solve problems inherent within an existing teacher education system. It is important 
to recognise the variety of factors that will influence the uptake and success of any professional 
development programme, with or without the use of digital tools and platforms. These fac-
tors exist on multiple levels (system, school and personal) and are interrelated as depicted in 
Figure 4.1.

Figure 4.1 The interaction between factors affecting teachers’ access to and involvement in CPD

Source: Adapted from content in Kwakman (2003); Cameron et al. (2013) and McMillan et al. (2016). 
First published in Lightfoot (2016).
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Carlson and Gadio (2002: 119) remind us that ‘designing and implementing successful teacher 
professional development programmes in the application of technology is neither easy nor inex-
pensive.’ The complexity of issues surrounding if and how a programme will be undertaken, 
particularly with the use of technology, is an important reality check highlighting the need 
for individuals, institutional heads and government personnel not to succumb to the siren-like 
qualities of the use of ICTs, including the idea that its implementation will transcend related 
issues that beset any programme of CPD.

There are many accounts of where technology has been rolled out – often with significant 
financial investment – with very little return in terms of improvements in teachers’ or students’ 
knowledge or skills (see Trucano 2010 for an interesting list of worst practice in ICT integra-
tion). However, this presents an opportunity to learn from others’ failures, by identifying how 
similar mistakes can be avoided in future. This section outlines a review of the various challenges 
reported in the literature that accompany the implementation of technology and summarises 
five areas where issues most commonly arise: access (or infrastructure), skills (or digital literacy), 
motivation, relevance and contextualisation.

Access

The challenge of access is arguably decreasing as computers, internet bandwidth and mobile 
technologies become more prevalent and less expensive. However, for teachers working in low-
resource contexts and arguably with the greatest need for increased access to quality professional 
development opportunities, issues of access remain. These can vary from a complete lack of 
hardware, to being denied access to school-based hardware because of maintenance problems 
and further to poor bandwidth or outdated operating systems. Obondoh and Riechi (2013) and 
others refer to huge wastage in the procurement of ICT hardware which is then not used or is 
not maintained. It is important to note that issues with technology not working as intended (or 
not being available) are not confined to less developed contexts. Ally et al. (2014) report on pro-
jects in Europe where the introduction of classroom technology failed during the pilot because 
of poor connectivity and low skills in ICT.

Recently, there has been significant focus on the potential of mobile devices to bring profes-
sional development and other learning content to teachers and students, particularly in provid-
ing English language practice opportunities. Ally et al. (2014: 44) report that in some developing 
countries, people are ‘bypassing the phases of personal computer and notebook ownership and 
moving directly to mobiles’. However, the same authors also highlight research indicating that 
people are not necessarily using their mobile for learning. This relates closely to the question of 
whether or not people have the awareness and necessary skills (or interest) to be able to exploit 
the technology for purposes such as CPD.

Skills

Research undertaken in South Asia suggests that some English language teachers lack the con-
fidence and/or digital literacy skills to fully exploit the opportunities for professional develop-
ment that technology affords or use it effectively with their students (British Council 2015). 
A similar picture has been found for teachers elsewhere, particularly – but not exclusively – in 
developing countries (e.g. Sadaf et al. 2016). Clearly there are some basic technical skills that 
are required to be able to locate and navigate through content available online or through any 
technology-enabled platform, and in some countries, teachers do not have (or have not had) an 
adequate introduction to the potential for these resources. Initial teacher training often contains 
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little to no focus on the professional practice of Integrating ICT or digital literacy skills in  
general. Writing about teacher education in India, Bose (2013: 121) states that ‘[technology 
knowledge] is neither compulsory nor provided in a holistic manner […] it is also not imparted 
in the context of pedagogy and content.’ In addition to the more basic skills for using technol-
ogy, there are also several ‘soft’ skills which are necessary for its effective use.

First, the quantity of resources available online is very large and increasing; this risks over-
whelming teachers and teacher educators who need skills to filter through the content to iden-
tify quality and the appropriacy for their context. This involves critical thinking skills and an 
ability to be able to assess whether a source of information and ideas is credible. Some teachers – 
particularly those new to the profession or for whom the concept of CPD is less familiar – may 
struggle to ascertain what is and isn’t good quality.

Second, the opportunity to seek out and work together with others to share ideas and learn 
is obvious on the surface, but again not always fully exploited. As highlighted earlier, there is 
significant potential of online courses and content to provide opportunities for collaboration 
and connection between groups of teachers. This is particularly important and useful for those 
who otherwise work in relative isolation. However, some research has shown that full engage-
ment with these opportunities is relatively rare. Laurillard (2016) reports on evidence showing 
that the functions that enable discussion on MOOCs are much more often used for simple 
description as opposed to critical reflection and debate among participants. There is clearly a 
need to carefully construct tasks which foster this type of interaction, as opposed to assuming it 
will happen organically.

Similarly, Xiao and Zhao (2011) highlight that while establishing communities of practice 
is a good thing, it’s important to recognise that they are not always used as the sites of learning 
that they are intended to be, with lots of ‘small talk’ and off-topic discussion taking place. This is 
supported by Parnham et al. (2018) who discuss similar issues in WhatsApp-based communities 
of practice established as part of a teacher development project in western India. Nevertheless, 
Parnham et al. (2018: 3) also highlight that this more social interaction can promote ‘positive 
group dynamics’ and ‘build the trust and understanding within the group which [can be] use-
ful in encouraging more members of the group to participate, share experiences and respond 
to others.’ This is supported by Trust (2017) who discusses the complex sociocultural norms 
and rules which can govern the engagement (or otherwise) of teachers in an online learning 
environment.

Motivation

Motivation levels of teachers are a crucial factor in the uptake of any professional development 
initiative, whether or not it includes the use of technology. Guskey (2010, cited in McMillan 
et al. 2016: 152) referring to teacher education initiatives where little change in practice is 
seen, asserts that ‘one of the reasons why teacher professional development has not resulted in 
changed classroom practice and student learning outcomes is that the factors which motivate 
teachers in their practice have not been considered.’

A teacher’s motivation to participate in CPD can be influenced by a variety of issues including 
their social and cultural background and their beliefs about education in general. As Brinkmann 
(2015: 344) highlights, ‘[the promotion of] new pedagogical methods will only be effective if 
teachers have thoroughly accepted the assumptions underlying the innovation.’ Where teach-
ers have not previously been exposed to any form of technology as learners (i.e. at school or 
in higher education), immediate acceptance of it as a tool for their professional development 
(or for use in the classroom) is unlikely. It requires a considerable paradigm shift for teachers to 
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accept new methodologies and ideas when they themselves have not experienced them (Banks 
and Dheram 2013). Similarly, if they are in general not aware or supportive of the concept of 
continuing professional development then ensuring participation in any programme that aims to 
enhance this is a key challenge – regardless of whether it utilises technology (UNESCO 2014).

Personal circumstances and competing demands on teachers’ time are also highly significant 
factors affecting whether teachers will engage with a professional development programme 
mediated through technology or otherwise. Teaching is well-known to be a ‘time poor’ profes-
sion and clearly ‘professional development needs time’ (Xiao and Zhao 2011: 61). In many con-
texts, teachers undergo ‘a constant negotiation […] between home and school activities’ (Kirk 
2013: 156), juggling the requirements of their role within teaching hours along with expecta-
tions to plan, mark, report, etc. outside of the school day.

There are also some further motivational issues which particularly arise when technology 
is introduced. In 2002, Carlson and Gadio suggested that these include a reluctance to change 
teaching and learning practices that teachers already feel comfortable with; not seeing the 
advantages or benefits that ICT integration can bring and feeling threatened by new ways of 
working. This is likely to still be a considerable obstacle for some teachers a decade and a half 
later. This may also be the case if the systems for technology-enabled CPD are in addition to 
other digital systems for marking or reporting, for example: another thing for teachers to have 
to accommodate.

However, it is also important to identify that there are several ways that the use of technol-
ogy specifically can incentivise teachers in new ways and help to increase motivation for partic-
ipating in CPD generally. For example, as outlined earlier, technology can enable choice more 
easily than face-to-face training modalities. A sense of agency in terms of deciding what topics 
they will focus on, when and where, is usually viewed positively by teachers (McMillan et al. 
2016). The popularity of social media can also be leveraged for professional development –  
particularly in the formation of communities of practice. Being able to demonstrate as well 
as access expertise through these existing networks can be a motivating factor for teachers 
(Goodyear et al. 2014). Similarly, features of online platforms such as digital badges (which can 
be shared on social media platforms) and instant assessment on the completion of tasks can also 
encourage teacher participation.

Contextualisation

While much has been written about the potential for ICT to bring quality learning opportu-
nities to those who need them the most (i.e. working in otherwise resource-poor contexts), 
evidence to date suggests that this ambition is some way from being realised. For example, 
Laurillard (2016: 1) reports that so far MOOCs are attracting ‘highly qualified professionals’, 
not the disadvantaged learners who could arguably benefit the most. This could be because of 
an interaction between some or all of the factors described above, but there are also concerns 
that because of the wide reach of technology-enabled initiatives, there may be a tendency or 
preference to take a ‘one size fits all’ approach. The time, skills and (often) money required to 
develop a high-quality online course cannot be underestimated. The return on investment for 
creating a resource like this will likely be greater the larger the numbers of teachers reached, 
and therefore the content will not necessarily be contextualised or relevant to the specific 
need and interests of the teachers within a niche group. It is also likely that the content crea-
tors and/or moderators will be operating remotely, and often asynchronously, without the 
face-to-face interaction that enables more immediate adaptation to the local context when 
needs arise.

Amy Lightfoot
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In addition to considerations around the applicability of the content, assumptions around how 
the teachers will or won’t engage, when and with whom, need to be reviewed according to the con-
text in which they live and work. Programme providers also need to ensure that using technology 
to interact more directly with teachers doesn’t reduce buy-in and support from other stakeholders 
within the system. School leaders and education officers are still key to the process for ensuring the 
programmes are successful (i.e. by resulting in measurable improvements in classroom teaching and 
learning), and the introduction of technology should not absolve them of this responsibility.

Despite the many and varied challenges that exist, there is still clearly a role for technology to 
play in improving access to quality CPD opportunities for teachers and others within the educa-
tion system. As well as providing high quality but potentially impersonal input, technology also 
affords opportunities for high quality mentoring, coaching and tutoring – including through 
video-based observation platforms and online communities of practice. In the following section 
we will explore in more detail some of the different modalities available, illustrated by case stud-
ies of ICT-integration in teacher education programmes.

Modalities for teacher education through ICT

In 2005, Wagner lamented that ‘when asked about the role of ICTs in the [Education for All] 
process, the consensus at most development agencies seems to be: there is no role’ (p xi). Much has 
changed over the last decade, with increasing attention being paid by governments and funders to 
the potential role of ICT for teacher development. This is in part due to the growing prevalence of 
mobile technologies, reference to which was largely absent from Wagner’s 2005 report.

There has been a significant shift over the last ten years to mobile technologies functioning 
as a repository of content and information, providing access to information and groups (com-
munities of practice) and a multifunctional tool in itself which can be used in a variety of ways 
in the classroom or training room (e.g. video and audio recording). The proliferation of mobile 
phones has functioned as a significant leveller in terms of providing access to information and 
resources for teachers and others (Ally et al. 2014).

However, with the various challenges discussed earlier in mind, we cannot assume that 
mobile technologies in themselves offer us a quick solution. To be successful, any professional 
development programme will need to ensure high quality, accessible content, relevant to the 
context of the target teachers which requires flexible and adaptable design and multiple modes 
of delivery, integrated into a broader context and climate that supports teachers’ CPD. As identi-
fied by Obondoh and Riechi (2013: 6):

A comprehensive teacher training programme will […] make optimal blended use of print, 
audio/radio, video, television, computers, the internet, peer-group face-to-face contact and 
more traditional forms of classroom learning if they are to be successful.

A teachers’ professional development is likely to operate in multiple modes, with technology 
supporting progress in different ways, at different points throughout the ongoing process. The 
following list describes the key ways that technology platforms and tools can support the profes-
sional development of English and other subject teachers.

• Technology for the assessment and evaluation of teachers’ skills and knowledge.
• Digital content and resources for teachers’ self-access (moderated or unmoderated; stan-

dalone resources or linked modules and courses).
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• Digitally enabled repositories or portfolio tools.
• Digitally mediated remote one-to-one mentoring and support.
• Informal and formal collaborative learning networks or communities of practice (particu-

larly to support geographically dispersed groups).

The following case studies exemplify how technology is being used in some of these ways and 
integrated into wider programmes of English language teacher development. While we are 
focusing on the specific uses of technology, it is important to note that in each case the digital 
tools augment a wider programme with higher level objectives around improving quality in the 
classroom.

Technology for the assessment and evaluation of teachers’ 
skills and knowledge

Case study: The British Council’s online self-assessment tool

The British Council’s continuing professional development framework for teachers 
outlines 12 professional practices in which teachers are expected to demonstrate 
competence. The framework is used in teacher development projects around the 
world, with content and resources tagged to each area. As teachers gain experi-
ence, they have different needs and interests with regard to the 12 identified areas 
of focus. This is reflected by the use of four levels within the framework: aware-
ness, understanding, engagement and integration. The framework design enables 
teachers to be placed at different levels against the different professional prac-
tices (resulting in a ‘jagged profile’), moving away from a linear representation of 
teacher development.

A self-assessment tool has been developed to help teachers identify which levels 
they map against for nine of the professional practices. This tool is available online 
and via mobile, where the results enable the teachers to link through to appro-
priate content and courses on the British Council’s websites (e.g. www.teachin-
genglish.org.uk) It is also built into programmes such as the MOOC delivered in 
partnership with UCL Institute of Education on the FutureLearn platform: Becom-
ing a better teacher, to facilitate the reflective practice that the course advocates.

At the end of 2017, over 8,000 teachers had used the self-assessment tool. 
Along with helping them to focus on their developmental needs, this has also 
provided a rich set of data that has been closely analysed. This data has provided 
useful insights into general perceptions of strengths and weaknesses in relation 
to the nine areas, along with how this interacts with teachers’ backgrounds and 
contexts. For example, two areas where teachers generally have low confidence 
in their skills and knowledge is in assessing learning and promoting twenty-first- 
century skills (Borg and Edmett 2018).
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The use of technology to enable the kind of reference point provided by the 
self-assessment tool is clearly appropriate. It enables both teacher reflection and 
support for navigating through the wide range of content available online and 
importantly provides data and evidence which can be used to shape future initia-
tives and programming.

Feedback from those taking the survey has been largely positive, but has also 
questioned how possible it is to create a framework and tool of this type which 
can have relevance and use in all the varied contexts around the world (Borg 
and Edmett 2018). This supports the need to promote the flexibility of the CPD 
framework – not all the professional practices need to be considered when work-
ing with groups of teachers, and in some cases some additional areas may also 
need to be included.

For further examples of technology-enabled assessment and evaluation tools for 
English language teachers see:

• Cambridge English Digital Framework: https://thedigitalteacher.com/
• Framework comparison: https://englishagenda.britishcouncil.org/continuing- 

professional-development/cpd-managers/continuing-professional-development-
cpd-frameworks-english-language-teachers

Digital content and resources for teachers’ self-access 
(moderated or unmoderated)

Case study: Teachers Online Professional Development Initiative 
(TOPDI)

In January 2018, the British Council conducted a pilot programme, offering 1,000 
free places to government school teachers in India on myEnglish courses. myEng-
lish is a fully online course that is primarily offered to young aspiring adults who 
seek to improve their English language proficiency to improve their employment 
prospects. However, there is also a strong demand for English language develop-
ment among school teachers in India, and widespread recognition of the need to 
find cost-effective and high-quality means to achieve this goal. The pilot offered 
the opportunity to test a model of online delivery.

It is important to highlight that teachers were offered places free of cost and 
with no link to official professional development requirements stipulated by the 
state government: both of these conditions may have had an effect on the pilot 
outcomes.

Teachers were offered the opportunity via channels of communication operated 
by the state governments where the British Council has previously been engaged 

https://thedigitalteacher.com
https://englishagenda.britishcouncil.org
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in various programmes of continuing professional development. A total of 4,401 
teachers registered their interest for the course by completing an online survey. 
This acted as an initial informal assessment of the potential participants’ digital 
skills. One thousand and forty-four teachers reported the minimum level of access 
to technology that the course requires (stable internet connection; a laptop or PC) 
and enough time available to participate effectively. Of this subset, 1,159 teachers 
completed the online placement test and 571 were allocated a space on a course.

Courses ran for six weeks between February and April 2018, with a total of 299 
teachers successfully completing their course. As 52 per cent of the total number 
of teachers placed onto courses, this compares favourably to reported industry 
standards for online learning. Teachers reported high degrees of satisfaction with 
the course, largely due to the quality of interactions with the course tutors.

A high proportion of the teachers reported increases in their confidence in 
terms of their own English language use and online study skills. In focus group 
discussions, there was some low-level evidence of learning transfer into classroom 
practice, but this is an area which needs further exploration in order to identify the 
extent to which participation in a programme of this type can positively impact 
on teaching quality.

For further examples of technology-enabled content and resources for English 
language teachers see:

• The online Oxford Teachers’ Academy: https://elt.oup.com/feature/global/
oxford_teachers_academy/?cc=global&selLanguage=en

• Teacher Training Videos: www.teachertrainingvideos.com and https://vilte.
warwick.ac.uk

• British Council MOOCs aimed at English language teachers on the Future-
Learn platform: www.futurelearn.com/partners/british-council

• TESSA and TESS India Open Educational Resources: www.tessafrica.net/ and 
www.tess-india.edu.in/

One-to-one mentoring and support

Case study: Ceibal en Inglés

Plan Ceibal is an initiative undertaken by the government of Uruguay to try to 
improve teaching and learning in schools. It includes uses of different technolo-
gies to achieve these goals, including the distribution of one laptop per child. 
One aspect of the programme – Ceibal en Inglés – has been developed and deliv-
ered in partnership with the British Council. In Ceibal en Inglés, classroom teach-
ers are supported by ‘remote teachers’, specifically to improve English language 
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learning. The remote teachers are language teaching experts based around the 
world, beamed into the Uruguayan classrooms in over 500 schools through video 
conferencing technology. A considerable investment has been made in hardware 
and much of the content is derived from British Council repositories. The remote 
teachers interact with their classes in real time, with the classroom teacher facili-
tating on the ground.

Importantly, there is a significant focus on the skills of the classroom teachers, 
working in collaboration with the remote cadre, including some development 
of English language proficiency. The remote and classroom teachers co-plan the 
lessons and the teachers work through moderated online courses, webinars, work-
shops and mentoring sessions to develop their content and pedagogical knowl-
edge. Teachers are also observed by a ‘quality manager’ during the year with 
developmental and evaluative feedback. Results have shown comparable and, in 
some cases, improved levels of language learning for those participating students, 
relative to students whose classroom English teacher has the required level of 
language proficiency (Brovetto 2018). This project is unique in the way that it 
utilises technology to develop students’ skills while at the same time facilitating 
the professional development of the teachers involved.

For further examples of technology-enabled mentoring and support for English 
language teachers see:

• The Open University/BBC Media Action’s English in Action project in Bangla-
desh: www.open.ac.uk/about/international-development/ido-asia/EIA

• Examples of case studies and research about the use and impact of video-based 
observation: www.irisconnect.com/uk/impact/research/ and www.onvulearning.
com/evidence

These case studies illustrate some of the possibilities for utilising technology for teacher 
education, in ways that augment existing programmes while taking into account the context, 
prior knowledge and specific needs of the target audience. Importantly, they involve technology 
to solve some of the challenges faced when trying to support professional development on the 
ground, providing opportunities for learning that would otherwise be out of reach. But given 
the various challenges that exist, what can we extrapolate from exploring why these initiatives 
have been largely successful? In the next section we will review some of these key facilitating 
factors.

Enabling conditions

So far in this chapter we have explored the various potential benefits and common challenges 
that relate to the use of technology for language teachers’ professional development, along with 
several examples. In this section we will identify and summarise the factors which appear to 
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create appropriate conditions for the effective use of technology. As Trucano (2005: 35) writes, 
‘the existence of ICTs does not transform teacher practices in and of itself. However, ICTs can 
enable teachers to transform their teacher practices, given a set of enabling conditions.’ The use 
of digital tools and content can support professional development programmes if certain param-
eters are in place, many of which link back to the challenges outlined earlier.

Positive attitudinal shifts

Positive teacher attitudes towards using technology for professional development purposes is 
important for the success of any programme in which it is used. This can be supported by the use 
of technologies that are familiar to the teachers and by clear communication about the benefits 
of the chosen format, content or platform. Eshtehardi (2014) argues that teacher educators play 
a key role in inculcating teachers’ positive attitudes towards ICT and technology in general and 
as outlined earlier, it is important that these attitudes are developed right from the pre-service 
training stage of a teacher’s career.

Skill development

Teachers need to learn the skills for effective critical engagement using online and other 
digitally enabled platforms, in the same way that they will have learned appropriate interac-
tion patterns and norms for effective engagement in the face-to-face training context. Fur-
thermore, content designers need to actively build in tasks where teachers co-create outputs 
(Laurillard 2016). In the Ceibal en Inglés project described earlier, participating teachers (Class-
room and Remote) needed to develop skills for co-planning and co-teaching through video-
conferencing and other digital communication tools.

Importantly, it is not just teachers that need to learn new skills for engaging with professional 
development through digital platforms: teacher educators and course designers who may previ-
ously have excelled at creating or facilitating development opportunities need to ensure they 
stay up to date with the functionality of new platforms and tools. Similarly, technology develop-
ers who may be less aware of teachers’ specific needs and contexts must not assume that they 
can adopt approaches for development that have worked for those in other professional sectors, 
or indeed with learners in the classroom.

Support and leadership

Shifting from a more centralised or standardised approach to professional development to one 
that is more personalised potentially puts greater onus on individuals to pursue and complete 
activities. To support this, it is imperative to have buy-in from stakeholders at all levels of the 
institution and education system. This includes school administrators, government education 
officers, school principals, teacher educators, teachers, parents and the learners themselves. 
Obondoh and Riechi (2013:5) also emphasise the need for ‘strategic leadership’ (at policy level) 
to make the integration of ICT and teacher education successful.

Carlson and Gadio (2002) suggest several extrinsic and intrinsic motivators to encourage 
teachers to engage more with technology for their professional development (and to develop 
their ICT skills for using technology in the classroom), all of which remain relevant today.

• Certification by the Ministry of Education (of both programmes as a whole and teachers 
who complete them – this certification can also be linked to salary and promotion).

Amy Lightfoot
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• Formal allocation of time for completing professional development activities. This is of 
particular importance for those that are self-directed so that teachers do not assume that it 
should be completed in their own time.

• Highlighting the professional satisfaction that can be gained from connecting and collabo-
rating with colleagues from elsewhere.

• Establishing pathways to enable teachers to become champions or trainers on technology-
enabled professional development courses, or developers of content.

All of these factors underline the need to view any professional development initiative as a holis-
tic process with many competing and interrelated factors affecting the success or otherwise of 
such a programme. Stakeholders at all levels of the system will need to adapt their thinking and 
behaviour whenever new platforms and modalities are introduced.

Conclusion

In the same way that technology is affecting the role of teachers in the classroom – driving a 
more facilitative role where content is curated and shared with their learners – so too is this 
a possibility for teacher education. Perhaps even more so for teachers than learners, technol-
ogy allows the decentralisation of training and development and enables teachers to become 
architects of their own professional pathways – assuming they have the skills and infrastructure 
needed to access and navigate through the content.

Perhaps the biggest potential for ICT in teacher education lies not in providing alternative 
modalities for face-to-face training input, but rather in harnessing its affordances to enable new 
approaches to individualised teacher education. For example, by allowing new ways for teachers 
to reflect on and record their practice and development through video-based observation and 
providing access to new communities of practice and shared learning.

If we accept that there are considerable benefits to the use of technology as outlined throughout 
this chapter, then it is imperative that its use as an education tool is modelled and incorporated into 
teacher education programmes. This integration has the triple effect of 1) developing teachers own 
digital literacy and technical skills; 2) providing first-hand experience of learning using technology, 
enabling greater empathy with their learners who are likely to do the same; and 3) improving 
teachers subject and pedagogical knowledge as a result of experiences using these platforms.

Further reading

For more information about the British Council, Cambridge Assessment English and EQUALS frame-
works of continuing professional development see here: www.teachingenglish.org.uk/sites/teacheng/
files/joint_framework_statement.pdf.

For some examples of how teachers – usually in low resource contexts – are using technology for 
professional development and in their classrooms in India, see Motteram, G. (ed.) (2017) Teach-
ing and Technology: Case Studies from India. New Delhi: British Council. www.britishcouncil.in/
continuing-professional-development.

A series of guides to using technology for professional development and in the classroom, developed by 
the British Council: www.britishcouncil.in/teach/resources-for-teachers/technology-teachers-series.
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Introduction

The fact that the title of this chapter (suggested by the editors) ends with a question mark is 
significant, as it makes what might be taken to refer to a particular kind of language teacher 
education appear literally questionable. And indeed, there are a number of questions that might 
be asked: What is critical language teacher education? Does it actually exist – and if so, what does 
it look like? If it doesn’t exist, why is this the case? And by extension, what can be done about 
this? This chapter is an attempt to shed some light on these questions. In doing so I will give an 
account of what critical language teacher education is generally held to mean and suggest that 
it does indeed exist – but that it is marginal and that the forces arrayed against it globally, and 
indeed any kind of genuinely critical educational endeavour, are considerable, particularly at the 
present historical moment. In adding this caveat I am reminded of Didier Eribon’s (2013: 121) 
lacerating assessment of these forces as they impact on schools:

I cannot help but see an infernal machine in the school system, given the way it functions 
right in front of our eyes. [...] A war is going on against the underdogs and schools are one 
of the battlefields. Teachers do the best they can! But in fact there is little or nothing they 
can do when faced with the irresistible forces of the social order, forces that operate both 
in secret and in the light of day, and that impose themselves everywhere and on everyone.

This is a particularly bleak view of education and of the role of teachers – and while I share 
Eribon’s anger, ultimately I take the view that his assessment is unduly pessimistic. That said, 
he draws attention to the importance of the field of education for the neoliberal project (dis-
cussed below) and its specific recalibration of education across much of the world from the late 
1970s onwards. Although Eribon’s comments were made with regard to the French educational 
system, they are nonetheless applicable to many educational settings globally. In the same way, 
although the examples focused on in this chapter relate to the UK, they can mutatis mutandis be 
seen as similar to what has happened to education in many other countries throughout what 
might be called the neoliberal era (i.e. late 1970s–present). The chapter begins with a discussion 
of neoliberalism as the main impediment to critical education in general and then moves to a 
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consideration of data (from Gray and Block, 2012 and Block and Gray, 2016) in which these key 
issues can be seen to play out in a modern foreign languages teacher education programmes in 
the UK. Such an approach is necessary if it is to be understood why critical teacher education 
remains a marginal activity – and why the need for it is so pressing. The chapter then turns to a 
consideration of critical language teacher education as an alternative model of teacher prepara-
tion and development (Groenke and Hatch, 2009; Hawkins and Norton, 2009), and looks at 
how this is being attempted in one very particular English language setting – the education of 
ESOL (English for Speakers of Other Languages) teachers in the UK, and from which it is sug-
gested mainstream teacher education has much to learn. Here I draw on interview data with a 
group of critical teacher educators – Dermot Bryers, Melanie Cooke and Becky Winstanley – 
whose work is based on Freirean principles (discussed below), and examples of the activities they 
advocate. The chapter concludes with consideration of the way forward for critical language 
teacher education.

The neoliberal project and the recalibration of teacher education

In discussions on the nature of neoliberalism, Philip Mirowski (2016) and Marnie Holborow 
(2018) retell the same joke which can be paraphrased as follows:

Two young fish are swimming in the sea and as they swim along they meet an older fish 
heading in the opposite direction. The older fish greets them, saying ‘Morning boys. How’s 
the water?’ The two young fish are baffled by this and continue swimming without speak-
ing. Eventually one of them turns to the other and says ‘What the hell is water?’

Their point is that we are often most oblivious to that which we are surrounded by and, by 
extension, that neoliberalism is now so pervasive a phenomenon that we can fail to recognise 
the extent to which our lives are saturated by it. But what is neoliberalism, and why has educa-
tion been so important to it? Beginning with the first part of this question, we can say that in 
general neoliberalism refers to the form of market fundamentalism which has characterised the 
current phase of capitalism since the late 1970s. Although it exhibits regional variations and has 
been interpreted differently over time (Furlong, 2013), neoliberalism until now has tended to 
favour unrestricted free trade (although that may be changing under the Trump presidency), 
the privatisation of state assets, the dismantling or scaling down of institutions associated with 
welfare-statism, the deregulation of financial institutions, labour flexibility, and the marketisation 
of areas of life which were previously outside the market or which were seen as the preserve of 
the state. It has also tended to favour anti trade union legislation and low taxation of corpora-
tions and multinational companies.

Neoliberalism is also very much a project in the sense of being a collaborative enter-
prise which has been planned by individuals and propagated by institutions dedicated to 
its implementation – the most significant of which is the Mont Pèlerin Society founded 
in 1947. The society, which is an interdisciplinary global network of academics, journalists, 
business leaders and politicians, has been referred to by Mirowski (2013) as ‘the neoliberal 
thought collective’ – a term which is designed to capture the assiduousness of the society’s 
members in disseminating their ideas globally through locally established groups and think 
tanks from its inception until the present.

At the same time, neoliberalism is also an ideology, understood here as an interested, class-
based representation of the world, promulgated by the economically powerful through their 
political, business, academic and media allies as though it were common sense. Hence the 
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circulation of ideas suggesting there is no alternative to the current economic order (Giddens, 
2000); that economic austerity post-2008 is a necessity (Reinhart and Rogoff, 2010); that the 
poor are responsible for their own poverty (Murray, 1984); that social class is an outdated way 
of looking at contemporary society (Pakulski and Walters, 1996), indeed that society itself is 
a fiction misrepresenting the fact that there are only ‘individual men and women’ (Thatcher, 
1987: npn); and that the market is the best and only guarantor of human liberty (Hayek, 1944). 
Discursively this has led to the proliferation of terms associated with the market being applied 
to more and more aspects of life. This has been referred to as a process of ‘semantic stretching’ 
(Holborow, 2007) in which students, hospital patients, passengers on public transport inter alia 
are reconfigured as customers, while teachers, nurses and doctors are recast as service providers, and 
universities, political parties, languages and even countries are talked about as brands (Holborow, 
2012, 2015). Neoliberal discourse is also characterised by a rhetoric berating ‘big government’ 
and the notion of the intrusive state, while paradoxically relying on strong government to 
implement and monitor neoliberal policy, as well as being backed up by a robust carceral appa-
ratus (Gottschalk, 2015).

With regard to the second part of the question as to why education has been so important 
to neoliberalism, two main reasons stand out. First, in those settings in which education had 
traditionally been mainly the preserve of the state, schools, colleges and universities were seen 
as ripe for the application of market principles, and competition for funding was introduced as 
a (supposed) mechanism for ‘driving up standards’. Second, from the perspective of neoliberal 
government, the purpose of schools and other educational establishments is the production 
of citizens with the knowledge and dispositions appropriate for servicing the economy. In his 
overview of neoliberal reform of education in the UK, John Furlong (2013) shows that although 
British governments of different stripes from the Thatcher era onward adopted differing policies 
at times, overall they shared the view that education was central to economic development, and 
a belief in the need for the sector to be thoroughly subjected to market forces. This, as Furlong 
(2013: 40) states, had implications for teacher education which

had to be reformed along neoliberal lines. […] a new professionalism had to be developed 
to ensure that teachers would take on government-defined strategies and targets. The best 
way to ensure that the teaching profession did this was to maintain competitive markets 
among schools and providers of teacher education. While schools were required to meet 
targets, have inspections and be ranked on league tables, universities and other providers of 
teacher education were required to deliver teachers willing and able to embrace this cen-
trally defined, target-driven culture.

But how exactly was this to be done? In the UK the first step was a sustained recalibration of 
what has been called ‘the knowledge fit for teachers’ (Cowen, 1995). This was characterised 
by the removal of subjects such as the sociology, philosophy and history of education from 
initial preparation courses – the presence of which were designed to produce a particular kind 
of teacher who was able to reflect on teaching in an academically informed way and capable 
of ‘permanently re-examining the social fabric and social assumptions about the purposes of  
schooling within which he or she must daily practice’ (Cowen, 1995: 21). Instead there was a 
new (and increasingly narrow) emphasis on subject knowledge, a focus on acquiring behav-
iours deemed ‘best practice’ which all teachers would have to demonstrate in regular gov-
ernment inspections, attention to classroom management and the administration of frequent 
rounds of high stakes pupil testing. At the same time, there was a move towards student teach-
ers (known as trainees in the UK) spending more time in schools and less time in libraries 
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and university lecture halls as part of their formation. Overall, this amounted to a redefini-
tion of teacher professionalism and a politically motivated recalibration of teacher identity. 
These changes were memorably described by Bob Cowen (1995) as a shift from the model of 
the teacher as reflective practitioner to one of the teacher as effective practitioner. The aim, which 
amounted to a downgrading of the teaching profession, was to produce a narrowly educated 
and disciplined technician capable of implementing government policy (as opposed to the 
previously espoused model of the teacher as a broadly educated autonomous thinker – a model 
which was heavily influenced by the progressive education movement whose heyday had been 
the 1960s and early 1970s).

The consequences of this can be seen in the way in which the PGCE (Postgraduate Certifi-
cate of Education), which prepares teachers for the state school system in the UK, is currently 
structured. Although avenues into teaching have been pluralised, the PGCE course remains the 
most popular route. Student teachers on the PGCE-MFL (Modern Foreign Languages), who 
are required to have a relevant first degree (e.g. in subjects such as French, Spanish, German, 
etc.), spend 120 days of the 150-day course in schools learning on the job, where they have 
access to a mentor (a teacher already employed in the school and vetted by the university as 
someone capable of providing help and advice). The remainder of their time is taken up with 
lectures on topics such as the nature and principles of language teaching and learning, the place 
of languages in the school curriculum, effective and inclusive learning, teaching skills, classroom 
management, lesson planning, and continuing professional development. Although such courses 
have many virtues, their narrow remit and the short amount of time dedicated to the academic 
part of the course, where trainees could explore their experience of practice in the light of 
theory, can be seen as limiting. German and Spanish nationals taking the PGCE-MFL in the 
UK were interviewed by David Block (Gray and Block, 2012; Block and Gray, 2016) and their 
comments serve to highlight some of these problems. David was not a tutor on the course and  
the informants were aware that by being interviewed they were participating in a research  
project. In Extract 5.1, a trainee teacher pseudonymously named Harald describes his frustration 
with the course. Transcription conventions are listed at the end of the chapter.

Extract 5.1

many of the issues on the course seem to be determined by the government/or by the 
government/or by political or social services/and we’re not allowed to talk about them (.5) 
which allows us to do what they want us to do (1) there seems to be one sort of model of 
teaching and how to do things/that’s what the standards are/that’s what we have to work 
towards /or we don’t get the qualification (.5) there’s not much diversity/no (.5) it’s very 
much (.5) everything is done by objectives (.5) there’s this one (.5) you identify targets/and 
you have this nice sheet with meetings and arrangements /and you have to identify targets 
every week (.5) in this week I’m working especially towards pronunciation/it’s really silly /

(Block and Gray, 2016: 481)

The extract draws attention to the ways in which the teacher education course exerts control 
over what can and cannot be said (largely I would suggest on account of the limited time avail-
able to the teacher educators), the fact that only one way of doing things is seen as legitimate, 
and the way in which learning about teaching is framed within a highly instrumental discourse 
of standards, objectives and targets. The authors note similar constraints and lack of opportunity 
for discussion on the commercial CELTA (Certificate of English Language Teaching to Adults) 
course offered globally by Cambridge Assessment (Block and Gray, 2016). The CELTA is also a 
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practicum-led qualification – but with the entire course lasting only 120 hours, opportunities 
for talking about teaching and learning are necessarily very limited.

In addition to the kind of frustration mentioned by Harald, Elena – a Spanish national – 
speaking in Spanish and English, drew attention to the problematic nature of the highly techni-
cal and bureaucratic way in which her learning had to be documented for subsequent inspection 
by the teacher educators running the PGCE-MFL course (who themselves in turn were subject 
to government inspection). Her use of Spanish with David (a Spanish speaker) may be seen as 
indicative of the rapport between them and her openness in criticising the course.

Extract 5.2

Original in Spanish English translation

yo me pasé un día entero la semana pasada 
escribiendo la evidence/que son cosas de 
siete frases de decir today I realised this and 
bla bla bla/pero como está evidence based/en 
realidad (.5) podría perfectamente no 
haber hecho estas cosas y escribirlo igual 
(.5) te están pidiendo que crees la eviden-
cia de la nada (.5) pero es totalmente posi-
ble/porque es una lista tan brutal/y lo dije 
a mi mentor/y me dijo/well, do it/if you 
think by the end of the year you haven’t pro-
duced evidence for everything/just fake it.

I spent a whole day last week writing the 
evidence/which consists of seven sentences 
stating I realised this and bla bla bla/But 
because it’s evidence based/actually (.5) I could 
very well not have done these things and 
written it [that I had] anyway/(.5) they’re ask-
ing you to create the evidence out of nothing 
(.5) but it’s completely possible/because it’s 
such a long list/and I told my mentor that/
and he said/well do it/if you think by the end of 
the year you haven’t produced evidence for every-
thing/just fake it.

(Gray and Block, 2012: 130–131)

Here we see the mentor colluding with the trainee in recommending that the evidence of learn-
ing should be faked if necessary to comply with the requirements of the course. Such fakery 
allows the student teacher to demonstrate learning (however bogus), the mentor to be seen to 
be doing their job, and the teacher educators to satisfy the government inspectorate who require 
evidence-based demonstrations of learning. In such an environment, cynicism about education 
is inevitable, and no doubt partly responsible for the high dropout rate from teaching by young 
teachers – with almost a third of young teachers in the UK quitting within five years of qualify-
ing (BBC, 2016). Studies of the reasons given by older teachers opting for early retirement noted 
that their sense of professional identity was perceived to be increasingly at odds with the new kind 
of effective practitioner identity valorised by the neoliberal state (Maclure, 1993). What we see 
in these examples is the opposite of what is generally understood by critical teacher education –  
to which I now turn. In the following sections we shall see that, despite its marginal status, criti-
cal teacher education offers a powerful alternative model of teacher preparation.

Critical language teacher education

In opposition to the neoliberal model of teacher education, critical (language) teacher education 
rests on a view of the teacher as a ‘transformative intellectual’, a theorising practitioner who

exercises forms of intellectual and pedagogical practice which attempt to insert teaching 
and learning directly into the political sphere by arguing that schooling represents both 
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a struggle for meaning and a struggle over power relations. […] [Such a teacher is some-
one] whose intellectual practices are necessarily grounded in forms of moral and ethical 
discourse exhibiting a preferential concern for the suffering and struggles of the disadvan-
taged and oppressed. […] Teachers who assume the role of transformative intellectuals treat 
students as critical agents, question how knowledge is produced and distributed, utilize 
dialogue, and make knowledge meaningful, critical, and ultimately emancipatory.

(Giroux and McLaren, 1986: 215)

From this perspective, schools – as well as teacher education colleges and universities – are seen 
as potential sites of social transformation, rather than as domains of social reproduction or organs 
of the ‘ideological state apparatus’ (Althusser, 1971) whose role (certainly as far as the neoliberal 
project with regard to education is concerned) is to service the economy though the produc-
tion of ‘human capital’ (Becker, 1964). Critical (language) teacher education can be seen as the 
confluence of a number of distinct but related intellectual tributaries – on the one hand it is 
indebted to neo-Marxist critical theory (Marcuse, 1964) and its critique of the cultural aspects of 
consumer capitalism, and what would later be called the manufacture of consent (Herman and 
Chomsky, 1988); on the other hand, there is Paulo Freire’s (1972) literacy work with peasants in 
the developing world which had an avowedly social emancipatory agenda, and which also saw 
knowledge as co-constructed rather than transmitted from teacher to students. At the same time, 
there is the uniquely North American post-1929 crash phenomenon known as social recon-
structionism (Groenke, 2009), which had the declared aim of promoting alternatives to capital-
ism through teacher education. Spearheaded by a group of educationalists in Teachers College 
New York, the social reconstructionists took the view that capitalism had failed and that teacher 
education and schools should be at the forefront in helping to bring about radical social change. 
In Dare the School Build a New Social Order? George Counts (1932: 54), argued that teachers had 
to ‘assume unprecedented social responsibilities’ and abandon any pretence of neutrality with 
regard to the depredations of capitalism.

There is the fallacy that the school should be impartial in its emphases, that no bias should 
be given instruction. […] My thesis is that complete impartiality is utterly impossible, that 
the school must shape attitudes, develop tastes, and even impose ideas.

(Counts, 1932: 19).

The charge of unwarranted imposition of ideas is one which would follow critical educa-
tional endeavours until the present (Gove, 2013) – however, the Freirean strand of what came 
to be known as ‘critical pedagogy’ (Giroux, 1983), and which predominates today (Auerbach, 
1992; Cooke et al. 2018; Mallows, 2014; Shor, 1987), has consistently made a virtue of the 
absence of imposition in its approach, taking it as axiomatic that any kind of critical pedagogical 
intervention should revolve around dialogue and adopt as its starting point the interests, needs 
and concerns of those being taught. In his influential Pedagogy of the Oppressed, Freire (1972) 
argues against what he calls the banking model of teaching whereby the teacher’s transmission 
of knowledge is seen in terms of metaphorical deposits which it is hoped will eventually be of 
use to the student. Such a model is seen as a negation of the necessarily dialogic nature of any 
genuine emancipatory educational encounter:

In the banking concept of education, knowledge is a gift bestowed by those who consider 
themselves knowledgeable upon those whom they consider to know nothing. Projecting 
an absolute ignorance onto others, a characteristic of the ideology of oppression, negates 
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education and knowledge as processes of inquiry. The teacher presents himself to his stu-
dents as their necessary opposite; by considering their ignorance absolute, he justifies his 
own existence. […] The raison d’être of libertarian education, on the other hand, lies in its 
drive toward reconciliation. Education must begin with the solution of the teacher-student 
contradiction, by reconciling the poles of the contradiction so that both are simultaneously 
teachers and students.

(Freire, 1972: 46)

In addition, to the centrality of dialogue in which speaking rights are shared by teacher and 
students, Freire also proposes a pedagogy of problem-posing in which codes (explained in what 
follows) play a significant role. Problem-posing refers to the practice of exploring an issue of 
concern or relevance to students which may be approached though the generation of a code, 
namely a picture or some kind of graphic representation of an issue which is then discussed 
(decodified) – a process in which the teacher and students attempt to clarify what is at stake, 
how it affects them and what solutions there may be. This can also be combined (as shall see 
below) with techniques involving the use of drama.

In terms of teacher education, it can be a little difficult to establish what all this looks like in 
practice as it has been noted that there are few examples of data from critical language teacher 
education courses (Hawkins and Norton, 2009). However, one group of critical educators and 
researchers in the UK have been diligent in making the case for what they call ‘participatory 
ESOL’ and their publications provide a vivid blueprint for teachers who wish to educate them-
selves on how to go about implementing Freirean principles in the classroom (Bryers et al., 
2013, 2014a, 2014b; Cooke et al., 2018). One member of the group, Dermot Bryers also runs a 
charity called English for Action which inducts teachers into the principles and practice of partici-
patory ESOL. In the following section I look more closely at the work of this group of critical 
educators, and I begin by drawing on interview data with two of them.

English for Action

The following extracts are taken from an interview, recorded in 2014, in which members of 
this group and I discussed their views on social class in ESOL. The extracts include contribu-
tions from Dermot Bryers (DB) and Becky Winstanley (BW). In the course of our discussion, it 
emerged that English for Action, as well as running English language classes taught along Freirean 
lines, also provided training for teachers. Here I (JG) ask them to tell me about the way in which 
they prepare their teachers.

Extract 5.3

JG:  how do you train the teachers for English for Action/I mean what/what do they need 
that a reg-/that a CELTA wouldn’t give you/or I don’t know whatever↓

BW:  different things/erm I do completely different things with English for Action than 
I would do here for example

JG:  Give me an example/I’m a complete outsider […]/I mean what might you do in/
in something/in one of those sessions↑

DB: what was our last training session↑
BW:  the last training session was about discussion (.)/and about using discussions/erm 

building up discussion skills with students/and using the forum of discussion to 
kind of talk about issues that were key to students/and how you do that in the 
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classroom/how you set it up/what the pitfalls can be/you know what/what hap-
pens if something/a discussion arises where there’s a bit of barney* or/you know 
those kind of/so looking at training from that kind of view [JG: hmm]/erm rather 
than more technical teaching techniques [JG: hmm]/(.) does that make sense↑

* Informal British term for argument

At the time of the interview Becky was also teaching on a PGCE in Literacy and ESOL in the 
institution in which the interview was taking place – hence her reference to ‘here’ in her first 
contribution. The point she is making is that the kind of input she provides ‘here’ is determined 
by the kind of externally determined constraints referred to earlier in this chapter in the discus-
sion of the PGCE-MFL. It is significant that in her long turn on the English for Action training on 
how to manage discussions she contrasts this with ‘more technical teaching techniques’ which 
are eschewed – indirectly indexing the kind of teacher preparation associated with the PGCE 
model. That discussions should be focused on issues which are ‘key to students’ is in line with 
Freire’s (1972: 68) view that

We […] must never provide the people with programmes which have little or nothing to do 
with their own preoccupations, doubts, hopes, and fears […]. It is not our role to speak to the 
people about our own view of the world, nor to attempt to impose that view on them, but 
rather to dialogue with the people about their view and ours. We must realize that their view 
of the world, manifested variously in their action, reflects their situation in the world.

This principle emerges more explicitly when Dermot explains how drama is also used as a 
way of putting the students’ experiences at the centre of a lesson. ESOL classrooms tend to be 
composed of migrants and asylum seekers, but as James Simpson (2015: 210) states the UK is a 
‘reluctant host state’, where ‘immigrants are needed’, but paradoxically it is one in which they 
are ‘not welcomed’. It is therefore not unexpected that discrimination reflects students’ ‘situation 
in the world’ and that it should be used as an example of a theme for exploration. This extract is 
slightly longer than previous examples, but provides a rationale for the use of forum theatre and 
a clear indication of how it should be used in the classroom.

Extract 5.4

DB:  next session/next session’s on using forum theatre techniques in ESOL classrooms 
to build language

JG: hmm/what is that exactly↑
DB:  so forum theatre is when you/it’s/it’s very similar to using role play/so you’d ask peo-

ple to think about difficult situations where they’ve been in/where they felt erm/the/
the original language was oppressed/which is from the theatre of the oppressed which 
was erm/Boal wrote/he was a contemporary of Freire in Brazil in the 70s and 80s

[some lines missing]
DB:  yeah/but we don’t really talk about oppressed/it just sounds/just sounds really dark 

in English/I think more than it does in Portuguese or Spanish or [J: hmm]/other 
languages/but anyway it’s situations where you’re/we say unfair (.)/erm I’ve used it 
before/where you’ve felt kind of/people treated you unfairly/and then people talk 
about being at the doctor/being disrespected by the receptionist/or doctors or/or 
their health professionals/or it could be anything/it could be the bus driver on a 
bus/and then people work in groups of threes and fours to kind of dramatise that/
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make it into a role play/a three to five minute role play/perform it/the audience 
watch the role play/and then the teacher leads the/like problem posing/leads the 
erm group through an analysis of the situation/is it familiar to you↑/have you felt 
like this↑/who was the erm the/who was the victim in inverted commas↑/who 
was the person acting in an unfair way↑/why did it happen↑/you know/what sys-
temic reasons are there for this↑/erm and then finally what can we do about it↑/
and when people start putting ideas towards what you could do/then they might say 
things like/she could say this/and you say no/don’t tell me show me/and then you 
rewind the/the play to the beginning/you replace the protagonist who is the vic-
tim/sits down in the audience/and the audience member replaces the protagonist/
and then re-acts the situation with a more effective intervention

[some lines missing]
DB:  and then you can challenge three or four audience members to get it better and 

better and better/until you then bring the original protagonist back in/and say now 
try it/and it really helps challenge like erm (.)/both sort of systemic unfairness and 
linguistic strategies to help deal with it

Here we see the problem-posing arising out of an initial dramatisation of a situation in which 
something perceived to be unfair took place. Overall the pedagogic cycle as outlined by Dermot 
(selection of a situation based on students’ lived experience → dramatisation of what happened → 
problem-posing analysis of dramatisation in terms of feelings, characters, causes → re-enactments of 
the situation in which the unfairness is effectively challenged) can be seen as an example of what Freire 
calls praxis, namely the combination of reflection and action designed to challenge systemic unfairness. 
At the mention of this term, the following exchange takes place, which is a powerful reminder that 
critical language teacher education of this kind is a conscious political intervention, aimed not simply 
at producing teachers who can facilitate the building of language – but doing so in such a way that the 
language which is built can be used to resist and challenge the injustices faced by the students:

Extract 5.5

JG: what do you guys understand by systemic unfairness↑
DB:  erm (.) well I suppose the English for Action analysis would be that erm London is an 

unequal city/with unacceptable levels of poverty and inequality/and that migrants 
are disproportionately affected by this/particularly migrants with English as a for-
eign language/so those three kind of steps mean that it’s almost impossible to teach 
language in a vacuum without being aware of those two factors/and therefore it 
would be weird and unnatural not to have a level on which/if you’ve got twelve 
people in a room/that they they’re not going to talk about these kinds of things

At the same time, the work of this group shows that issues affecting students do not only come 
from the host society, but can come from within the migrant communities themselves. In mak-
ing this point, they highlight the importance of teachers listening to their students. In Whose 
Integration? (Bryers et al., 2013), an account of a research project designed to explore the trope of 
migrants failing to integrate in UK, they describe how a group of mainly Bangladeshi women in 
a class taught by all three of them introduced the topic of women riding bicycles and the (male) 
Bangladeshi community assessment of such women as having ‘gone modern’. Their account of 
problem-posing from a code started with the introduction of the topic as one of concern to 
the students themselves. A code, which consisted of a simple line drawing of a woman with a 
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headscarf riding a bicycle while being pointed at by male members of the community, was then 
introduced. The questions/instructions used for the problem-posing were as follows:

1. Describe the content – what do you see?
2. Define the problem.
3. Personalize the problem.
4. Discuss the problem.
5. Discuss the alternatives to the problem.

In their discussion of the wide-ranging discussion which followed this, Bryers, Winstanley 
and Cooke argue that the topic of gender created a sense of solidarity among all the women 
in the group, including the female teachers. Men in the group were challenged by the women 
and Dermot was questioned about the extent of his involvement in domestic chores in his own 
household. In their overall assessment of the activity they conclude:

The discussion showed that the participatory ESOL class can be regarded as an important 
‘site’ of integration, especially if integration means deeper understanding of ‘the other’ and 
an acceptance that the concept of ‘the other’ is fluid, not static. Discussions such as the 
one we describe here suggest that focusing primarily on identities other than the ethnic, 
national or religious can foster alliances based on categories such as gender, family and class, 
which may at times be more relevant. We came to see integration in this session, not as a 
state a person has reached or failed to reach, but as a process of fleeting and constantly shift-
ing alliances, which we were involved in as much as the students.

(Bryers et al., 2013: 20)

In concluding thus they make an important point about critical pedagogy in general. Not 
only is a classroom a real setting in the real world and not some kind of rehearsal space (although 
it can be that too), it is also a crucially a site of potential transformation for all concerned – 
teachers and students alike. Indeed a consistent feature of Bryers, Winstanley and Cooke’s work 
is the extent to which they show themselves to be educated by their students – an important 
Freirean lesson for the teachers who turn to their work for a theorisation of critical language 
teaching and practical ideals on how to implement it.

Conclusion

What conclusions then can be drawn from this account of critical language teacher education 
and the forces arrayed against it? I began this chapter with a quotation from the sociologist Did-
ier Eribon and his damning indictment of the influence on education of the ‘irresistible forces’ 
of the contemporary social order. While these are forces are considerable, I want to suggest that 
they are resistible – and indeed, as the work of groups such as English for Action demonstrate, they 
are being actively resisted. But in more mainstream settings, resistance is certainly difficult. The 
Freirean approach to teaching and teacher education does not sit easily with current neoliberal 
pedagogic regimes of pre-determined learning outcomes, cyclical testing, repeated government 
inspections and the generation of league tables. Its aims and its approach to achieving these aims 
are altogether different. As Freire (1972: 95) states:

The important thing, from the point of view of libertarian education, is for men to come 
to feel like the masters of their thinking by discussing the thinking and views of the world 
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explicitly or implicitly manifest in their own suggestions and those of their comrades. 
Because this view of education starts with the conviction that it cannot present its own 
programme but must search for this programme dialogically with the people, it serves to 
introduce the pedagogy of the oppressed, in the development of which the oppressed must 
participate.

Such a view of education recognises the specific social, cultural and economic situatedness 
of the classroom, the unpredictability of teaching and the necessarily dialogic nature of a peda-
gogy which seeks to do more than provide students with the skills deemed necessary to service 
the needs of the economy. However, those of us who subscribe to the idea of critical language 
teacher education need to recall that is also being attempted in mainstream language teacher 
education courses as well. Susan Groenke and J. Amos Hatch (2009) provide some empirical 
evidence of what is being attempted by self-identifying critical teacher educators in the US. 
Using an online questionnaire sent to educationalists whose work espoused the values of critical 
pedagogy they received 65 responses to a number of prompts. These included:

1. The major issues I confront as I ‘do’ critical pedagogy in institution are …
2. Some ways I deal with these issues are ...

(Hatch and Groenke, 2009: 63)

The responses make for interesting reading, with major issues being identified as student resist-
ance, a lack of sympathy from colleagues, and institutional barriers. With regard to the first of 
these, the following comment gives an indication of the nature of this:

When it comes to working with students, the major issues are getting them to acknowledge 
their own privilege. [They] are convinced of the existence of individual and institutional 
racisms but are mostly sceptical of a systemic racism. All view issues of class from a lens that 
accepts capitalism as a natural political economy without alternatives. All readily agree that a 
student-centered pedagogy is important, but very few show enthusiasm for the radical edge 
that comes from Freire’s problem-posing.

(Groenke and Hatch, 2009: 65)

Such views might be said to reflect the way in which the neoliberal worldview has succeeded 
(at least in some quarters) in eroding the concept of class and denying the reality of systemic 
disadvantage. That said, the data also suggest that graduate students with actual experience of 
teaching were more sympathetic to the notion of critical pedagogy than pre-service novices, 
who tended to think about teaching solely in terms of learning discrete classroom behaviours. 
As far as colleagues were concerned, the data suggest that many took the view that beginning 
teachers were either developmentally unready for critical pedagogy, or (like some students) that 
its social critique challenged their own privilege. And finally there was the obstacle of institu-
tional barriers. For some informants, the neoliberal climate meant that the educational values 
they held were clearly at odds with the kind of teacher professionalism they were supposed to 
develop in their students. Others, mainly tenure-seeking informants, felt that they needed to 
be careful about the extent to which they openly espoused the values associated with critical 
language teacher education in their institutions as these might impact negatively on their own 
careers. This led in some cases to a somewhat softly-softly approach:

I quietly (sometimes) subvert the dominant discourse.
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I use my imagination to see where I can fit critical pedagogy into my work while flying 
under the radar.
I just keep going ahead and not ‘advertising’ what I do.

(Groenke and Hatch, 2009: 76)

There is therefore, I would suggest, some cautious grounds for optimism. In addition to con-
tinuing to work on the margins to keep counter narratives alive, those teacher educators com-
mitted to critical pedagogy might also consider making the links in their teaching between 
Freirean dialogism and other approaches such as sociocultural theory in which learning is also 
seen as co-constructed, and communicative and task-based approaches in which student talk 
is seen as central to learning. Ultimately however, significant structural change will only come 
about when neoliberalism itself is brought to an end. For that to happen, teachers and teacher 
educators must recognise that ‘teaching and teacher education are inherently and unavoidably 
political’ (Cochran-Smith, 2005: 3), and that they have no option but to become politically more 
active, forging links – as has been suggested elsewhere (Block and Gray, 2016) – with profession-
als and workers in other sectors of the economy in challenging the hegemony of this profoundly 
oppressive and anti-educational ideology and the system it supports.

Transcription conventions

(.) very short silence (fewer than 0.5 seconds)
(.8) duration of silence in seconds
wo- cut-off
[ ] overlapping talk
↑↓ significant rise or fall in pitch
/ chunk of talk
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Introduction

In the last three decades, there have been two salient developments in LTE. First, there has been 
substantial growth in research into teaching, especially in the areas of teacher beliefs and condi-
tions (Woods, 1996; Borg, 2006), and teacher identity, agency and lifelong learning (Freeman, 
1998; Johnson, 2009). This perspective has prompted language teacher educators to look beyond 
the structure of English, and processes of second language acquisition in developing effective 
programmes (Ellis, 2010). Second, there has been increased awareness of the teacher as a key 
element in educational development: enhancement of programmes and learning opportunities 
have focussed on the development of teachers as autonomous thinking professionals, on whom 
the success of innovative techniques, methods, learning materials and tests depends. Interna-
tional policy initiatives have supported this direction of development. The OECD, for example, 
has underlined the significance of the development of teachers for effective education provision, 
for example in the Teaching and Learning International Survey (TALIS) programme (OECD, 
2009).

In the context of programme implementation, teacher education has moved into the uni-
versity sector in many countries, and programmes have benefited in terms of research activity 
which documented the complexity of the task of teacher education. The field has moved from 
a set of practices, established by tradition, and controlled by patriarchal authorities, to a vibrant 
amalgam of new and creative ideas about instruction and participation in classroom language 
learning, supported by challenging frameworks at the policy and regulatory levels. In a Special 
Issue of Language Teacher Research in 2009, the editors Gary Barkuizen and Simon Borg note that 
the common feature of the research articles is a focus on space. The focus of the research stud-
ies in the special issue is the ways teacher educators and teachers create and manage space for 
their own learning and development. The metaphor of space here underlines the importance of 
development and effectiveness in language teacher education programmes. Programme evalua-
tion is the area of activity where these dimensions of our field can be understood.

This chapter examines the ways our understanding of effectiveness has developed over recent 
decades. The ‘Survey’ section provides an overview of developments in programme evaluation 
since its inception in the 1960s. The ‘Research and applications’ section examines a range of 
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initiatives which have contributed to the conceptualisation of effectiveness of language teacher 
education, and which help identify the nodes in policy and practice which are relevant to fur-
ther development to enhance effectiveness. The ‘Further reading’ section proposes a short list of 
readings which provide further insights into both PE and LTE.

Survey: programme evaluation and language teacher education

The field of programme evaluation (PE) has been an integral part of Applied Linguistics and 
language education since both fields developed in the 1960s. We can identify three major 
stages in the development of PE in the language education field since then. In this section, 
each is characterised by a representative definition, and discussion of the ways the approach 
has been influential in language education, and in particular in the field of language teacher 
education.

1. The age of alternatives

Early approaches focussed on comparing programmes and determining the most effective 
option, as evident from this definition:

Educational evaluation is the process of delineating, obtaining and providing useful infor-
mation for judging decision alternatives.

(Stufflebeam et al., 1971: 43)

This approach to PE was based on the notion that a programme is a single, prescribed body of 
activity that can be implemented and empirically evaluated to determine its effectiveness. The 
evaluation was a service to policy makers, rather than practitioners such as teachers. In language 
education such evaluations were based on the notion of ‘method’, and a direct correspondence 
between learning outcomes on the one hand, and specific inputs and activities on the other. 
The methods evaluations, for example the Colorado Project (Scherer and Wertheimer, 1964) 
and the evaluation of the Bangalore Communicational language teaching project (Beretta and 
Davies, 1985), proved unhelpful. Greenwood (1985), for example, noted the lack of contribu-
tion of the evaluation to teacher learning and professional development: the lack of detail in 
terms of what the teachers actually did, and how this generated forms of classroom participation, 
meant that there were few lessons or insights for practitioners to develop programmes, and even 
fewer for the development of language teacher education programmes. The next generation of 
programme evaluations focus to a large extent on the contribution to the work of practitioners 
within programmes.

2. Evaluation for development

This approach to PE was characterised by an acceptance that the focus was not selecting 
between alternatives, but rather understanding the programme as it is, and identifying measures 
to enhance its operations and effectiveness. A key definition emphasises decision-making, but for 
establishing direction for development rather than selecting from alternatives:

Evaluation is the principled and systematic (formal and informal) collection of information 
for purposes of decision-making.

(Rea-Dickins and Germaine,1992: 36)
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PE in this period involved research and/or consultancy activity to identify strengths and weak-
nesses of a programme, and use these to set out directions and strategies for development. 
The approach was informed by utilisation-focused evaluation (Patton, 1982) in the US, by 
illuminative evaluation (Parlett and Hamilton, 1972) in the UK, and by a reform movement 
in UK schooling and education policy (Stenhouse, 1975; Macdonald, 1976). These approaches 
considered social and educational programmes as established contexts of investment and banks 
of knowledge which could not be replaced by an alternative, but which could be better under-
stood and improved using evidence-based approaches. In the British context of ELT, this form 
of evaluation developed alongside aid programmes and British Council projects in the field of 
language teacher education. An example is the Nepal Baseline evaluation carried out in the 
context of a British Council project to enhance teacher knowledge and skills in Nepal (Weir 
and Roberts, 1994). As external evaluator, Weir designed an experimental study to compare the 
classroom teaching of trained and untrained teachers. The findings and discussion however, did 
not focus on the superior teaching of the trained teachers, and thus the effectiveness of the train-
ing programme: rather it focussed on development, improving the learning opportunities for all 
teachers, and thus their students. A key outcome of the evaluation was the need to involve the 
teachers, so that they had a stake and opportunity to invest in measures which had the potential 
to improve their teaching.

In the 1990s, in the context of a range of project contexts in Eastern and Central Europe, 
many of them focused on developing English language teacher education, the British Council 
established the Project Development and Support Scheme (PRODESS) to enhance stakeholder 
development of programmes, using the tools and process of programme evaluation (Kiely et al., 
1995; Kiely and Rea-Dickins, 2005). The positive impact of this initiative is evidenced in retro-
spective, reflective accounts of project leaders who participated in PRODESS initiatives (Trib-
ble, 2012; Komorowska, 2012; Wiseman, 2014).

The legacy of PE for development has been enduring. Two recent evaluations in LTE, pub-
lished as research papers in Language Teaching Research and TESOL Quarterly illustrate this impact. 
Peacock (2009) presents an account of the evaluation of the 4-year pre-service language teacher 
education programme in Hong Kong. This study is located in the tradition of evaluation for 
development: the goal of the study was to identify strengths and weaknesses of the programme, 
with particular attention to the extent to which it met the needs of the students, and on that 
basis, to propose strategies for development of the programme. The approach to the evaluation 
is a broad-based stakeholder approach, with the purpose of identifying ways the programme can 
be improved, as well as set out a novel approach to PE in this field.

The second programme evaluation is Kiely and Askham (2012), an evaluation of the Trinity 
College London Certificate in TESOL which was commissioned and resourced by the owners 
of the programme. The purpose of the evaluation was an impact study – to understand better 
the impact in terms of teacher learning of the intensive (normally four to six weeks) pre-service 
programme. The focus of the research was to understand the work experience of graduates of 
the programme, and identify the ways the learning within the programme had an impact on 
that experience.

These examples make a contribution to our understanding of LTE in three ways: first, the 
research design and methodology are sufficiently rigorous to meet the requirement of peer 
review of academic journals. They are discussed further in the Research and Applications sec-
tion below. Second, the evaluations look at the programmes as a whole: the programmes are 
contexts of learning experience of participants, and thus differ from many research studies in the 
LTE field which focus on particular theorisations of components of programmes. Third, both 
examples focus on the education of teachers of English, the language context which has been 
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the context of growth and of research and enquiry in language education over recent decades 
(see Slimani-Rolls and Kiely, 2018 for discussion of programmes for the development of teach-
ers of languages other than English). The next stage of PE in LTE is characterised by a greater 
level of involvement of programme participants – teacher educators, managers, teachers and 
trainees – and a reduced role for the external evaluation and research expert. In this way they 
achieve even greater integration into the processes of managing the implementation and ongo-
ing development of programmes.

3. Evaluation as programme management

In a paper on language programme evaluation entitled ‘Small answers to the big question’ Kiely 
(2009) set out a definition to capture the complex and multi-faceted nature of PE in language 
education:

Programme evaluation is a set of strategies to document and understand the programme. It 
involves research activity (conventional studies or action research by which teachers learn 
about and transform aspects of their practice) and assessment data (conventional measures 
of outcomes). In addition to these, evaluation has to engage with the social, cultural and 
historical identity of the programme, as a product of the institution, as a phase in the biog-
raphies of participants, and as a context of personal investments of individual stakeholders.

(Kiely, 2009: 114)

The definition captures two particular features of PE as a tool of programme managers which 
are increasingly relevant to the field of LTE, particularly in English Language Teacher Education 
(ELTE). First, programmes are complex, with many separate components, and thus, many frame-
works for understanding the relationships between programme experience and teacher learning. 
Second, a dimension of the complexity of programmes is shared ownership and the external 
specification which derives from this. For example, a pre-service teacher education programme 
such as the CELTA or TCL Cert TESOL, leads to an award by Cambridge ESOL or Trinity 
College London, is offered by a teacher education institution or university which may have its 
own quality management processes, and is led and taught by teacher educators who have their 
particular perspective on what is important. Evaluation in some form is likely to be carried out 
by each of these stakeholders, with each addressing particular aspects of learning and trainee 
experience. Macilwaine (2016) illustrates the complexity of ownership here: she describes an 
initiative by the organisation she works for, the Cochin International English Academy in Ker-
ala, India. Her account is an evaluation in terms of how the programme facilitated personal 
investment by experienced and prospective teachers, and represented a vehicle for learning and 
career development for them. The account is of course a commentary on the effectiveness of the 
contribution of all stakeholders, including the more remote owners – Oxford TEFL and Trinity 
College London – even though the study is not initiated or managed by them. The answers to 
the big question – is the programme effective (Kiely, 2009: 99) – are small: they are not proposals 
for major changes, but rather tweaking local provision and practices based on emerging insights 
and creative ideas.

The outcomes of such evaluations do not always reach the public domain. However, confer-
ences and professional publications are contexts where such evaluations are visible. Particularly 
important is the British Council, which has led on major developments in ELTE in a range of 
contexts, both as British Council programmes, and as partnership programmes with ministries of 
education and other education authorities. Two edited collections of papers – Edge and Mann 
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(2013) and Hayes (2014) – contain accounts of teacher education activity, by programme man-
agers and teacher educators, which describe pre-service (Initial Teacher Training – ITT) and in-
service (Continuing Professional Development – CPD). A particularly important theme in these 
accounts, is the value for programme participants, particularly programme managers and teacher 
educators, of having ‘a space for considering how stakeholders have evaluated the innovation 
being reported’ (Edge and Mann, 2013).

In Edge and Mann (2013) 14 accounts of practice provide evaluations and reflections of 
developing innovations in pre-service teacher education. The over-arching definition of innova-
tion is ‘new-in-context’: a characterisation which addresses the core issues for practice in many 
contexts. Reflection is an abiding strand through the accounts, both as a core skill and disposi-
tion that teacher educators are seeking to develop in teachers, and also as a strategy that teacher 
educators and programme leaders use to develop their practices, and learn from experience. The 
accounts in the collection prioritise ‘self-evaluation’ as a strategy for effective teacher learning 
within pre-service programmes. The theme of handover, so that trainee teachers self-evaluate, 
and take responsibility for progressing their learning, is evident in many of the papers.

In Hayes (2014), many accounts describe teachers and teacher educators under pressure. 
For example Chang, Jeon and Ahn in South Korea note the challenge of establishing a space 
for teacher and teacher educator learning in the face of ‘government-mandated quality control 
policies’, and the ‘competency rating system applied by the government officials’ (2014: 272). 
What can be identified in this context are two forms of PE running in parallel. The official 
accountability-oriented evaluation focuses on outcomes and performance, while the reported 
study examines processes and evolutions of thinking which underpin changes in practice, and 
explain how teachers and teacher educators meet the challenges presented by policies and exter-
nal drivers of their work. An important theme of the evaluations reported in Hayes (2014) is the 
way teachers and teacher educators cope with innovations in the field of information technol-
ogy. Karavas and Papadopoulou (2014) and Woodward et al. (2014) provide evidence of success, 
but also provide insights and guidance relevant to other contexts, and to the overall task of our 
field in terms of understanding how teachers learn and change. The themes of diversity, practi-
tioner investment, and reflection are also reflected in the accounts of Pickering and Gunashekar 
(2016), a collection of papers from the 2015 ELT conference in Hyderabad. The emphasis in 
these papers, generally written by teacher educators and programme leaders is the emergent, 
creative responses, based on both data analysis and personal experience, to deal with the chal-
lenges which emerge in teacher education programmes.

These conceptualisations of programme evaluation represent key shifts in recent decades 
which are particularly relevant to the development of ELTE programmes. The main direction 
of travel has been from programme evaluation as a well-defined activity with clear parameters 
of purpose and method, to a broad inclusive basket of activities which range from research-type 
studies, to quality assurance and enhancement activities and policy-oriented reviews, to explora-
tory and reflective aspects of practice. Increasingly, the evaluative and the reflective constitute a 
shared platform, as the development of programmes is led by practitioners who have a sense of 
ownership of, and investment in programmes.

The next section of this chapter examines the issues explored in language teacher education 
programme evaluation under four further questions:

•  What is the focus of evaluating language teacher education?
•  When is the evaluation carried out?
•  Who does the evaluation?
•  How are evaluations carried out?
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Research and applications

1. The WHAT in evaluating language teacher education

Pre-service teacher education

A general trend has been towards the development of programmes which prepare teachers 
for an innovative communicative language teaching curriculum and a critical perspective of 
the teacher as an autonomous professional, and away from behaviourist, technique-based pro-
grammes which equip teachers to implement established routines, often in a transmissive and 
lock-step classroom. The accounts of pre-service programmes in Edge and Mann (2013) illus-
trate this trend. Cheng (2013) focuses on using materials, describing successful ways of getting 
trainees to adapt and augment set materials. Innovative components of programmes, particularly 
using technology, are documented: multi-media in the language classroom (Kurtoglu-Hooton, 
2013), Corpus Linguistics (Özbilgin and Neufeld, 2013) and Knowledge about Language online 
(Gakonga, 2013). While we have a range of perspectives on these knowledge aspects of pre-
service programmes, there is less on the ways target language proficiency affects teacher learn-
ing. A focus here is the affective impact: the ways levels of proficiency impacts on teacher’s 
confidence and their capacity to teach and learn through teaching (Anderson, 2016). Hiver 
(2013) in a research study which examined the role ‘possible selves’ played in English language 
teacher development found a close correspondence between ‘language self-efficacy’ and ‘teach-
ing self-efficacy’, a finding which would suggest that in that context (South Korean public 
sector schools) it is important for programmes to raise teachers’ proficiency level and related 
confidence as users of English.

A trend which is evident in recent evaluation studies of pre-service programmes is the focus 
on reflection and collaboration in ELTE programmes (Mann and Walsh, 2013; Mann and Walsh, 
2017). The role of reflection is explored as a skill and identity development node, and increas-
ingly viewed as a way of implementing the approach first set out in Wallace (1991). Walsh and 
Mann (2015) focus on how this can be led by data from classroom interaction. Farrell in a series 
of papers has set out how this can be achieved: Farrell (2007) specifies how a reflective practice 
(RP) framework can map ‘conceptual change’ in language teacher education (2007: 221). In a 
review of 116 studies on RP (Farrell, 2016), he notes a shift in recent decades from a focus on 
RP as a set of skills and techniques developed in programmes, to a focus on reflexive practice, a 
process of ‘teachers undertaking a self-analysis’ (2016: 224). Gunn (2010) and Gün (2011) both 
describe the positive impact of linking reflection to the maintaining of a practicum journal in 
pre-service programmes. Nguyen and Ngo (2017) describe the success of integrating reflection 
into the practical component of a programme in Vietnam. Wherever a reflective component or 
strand is introduced and evaluated, it is found to be success: there may be an advocacy effect here, 
but as discussed below, this may not be problematic.

A major strand in pre-service programmes which arises from evaluation studies is the benefits 
for trainee teachers of collaborative learning, specifically being part of a supportive professional 
learning community (PLC). In a meta-analysis of the impact of PLCs on teacher learning and 
development, Vescio et al. (2008) found that they increased communication and collaboration 
in schools. The sense of being part of a PLC led to teachers sharing materials, peer observing, 
and engaging in critical friends groups, as well as leading to enhanced learning gains by students. 
In ELTE programmes, similar benefits have been reported (Kiely and Askham, 2012). Evalua-
tions of induction programmes for teachers new to a given workplace are reported as having 
similar benefits (Fenton-Smith and Torpey, 2009). These studies focus on issues of transition and 
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continuity between the training programme and the work context, which have been a challenge 
in language teacher education.

In-service teacher education

A key issue in in-service teacher education for language teachers is the continuity of professional 
learning, the CPD journey, as characterised in Hayes (2014). Evaluation studies of implemented 
initiatives illustrate the importance of a participant-led agenda: the focus of the training has to 
connect with a felt need on the part of teachers. Harland and Kinder (1997) in a seminal study 
of CPD impact in UK mainstream education emphasise the importance of relevance and agency 
in order to achieve positive outcomes of CPD initiatives. Morrow and Schocker (1993) note 
a similar situation in CPD for English language teachers: they propose ‘process evaluation’, so 
that the agenda of participating teachers shapes the direction and development of programmes. 
Kiely and Davies (2010), and Burns and Edwards (2014) also note that engagement by teachers 
in CPD programme derives from a sense of relevance to their work.

A key issue in CPD is the cultural transformation of practice, for example, shifting the English 
language curriculum from a knowledge-based approach, based on the intricacies of the gram-
matical system, and success in examinations based on this, to a skills-based approach where the 
focus is on language as communication. This has been an educational priority in many national 
systems over recent decades, and a focus for the design and implementation of teacher education 
programmes. A range of evaluation studies of CPD programmes engage with this issue. Pacek 
(1996) notes the benefit of ‘negative evaluation’: acknowledgement of (in her case) Japanese 
teachers feeling that the proposed ELT curriculum is not feasible for them in their contexts. 
More recent studies attest to the seriousness of this issue, as teachers from Outer Circle countries 
such as East Asia participate in CPD programmes in the Inner Circle, typically UK, Australia and 
US, as part of policies to transform English language teaching (Li and Edwards, 2013; Hunter 
and Kiely, 2016). Studies of similar programmes for Japanese teachers (Yukari, 2017) and Viet-
namese teachers (Nguyen and Walkinshaw, 2018) found less positive impacts: in both cases the 
approach to teaching and the specific forms of practice encountered and promoted in train-
ing contexts in Inner Circle countries did not fit well with requirements and expectations in 
schools in Japan and Vietnam. While there has been an increasing focus on examining the impact 
on the work of teachers after the programme, there is still room to develop the evaluations of 
such programmes in two ways. First, evaluations can provide finer-grained distinctions between 
satisfaction with the experience of participating in a course in another country, and satisfaction 
with the experience of integrating novel strategies in their own teaching. Second, evaluations 
can provide more longitudinal accounts, so that the impact of such programmes is tracked over 
time, as part of teachers’ lifelong learning.

In many contexts, in-service programmes have been structured along cascade models, where 
trained teachers lead CP sessions in their own schools and contexts. While there have been some 
evaluations, for example, Taylor (1992) and Hayes (2000), of aspects of cascading CPD, there 
are opportunities presented by theories of PLCs and communities of practice to examine the 
impact of such modes of in-service teacher education in establishing sustainable teacher learning 
through cascades.

2. WHEN to evaluate teacher education programmes

There are two main options in response to this question. First, evaluations can be carried 
out during and at the end of the programme. Second, the evaluation carried out after the 
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programme, when teachers are in work. These evaluations can be characterised as focusing 
largely on satisfaction and impact respectively. In-programme evaluations are likely to capture 
aspects of the experience of participating and learning in the programme, while evaluations car-
ried out when teachers are back at work are likely to capture perspectives on the usefulness of 
the training in terms of addressing challenges of classroom practice, and capacity to implement 
new policies and procedures. Kiely and Askham (2012) for example, collected evaluation data 
in months two and three of work after the end of the training programme, and then again in 
months five and six. The study of impact of an overseas intensive course for teachers of English 
in China (Li and Edwards, 2013; Hunter and Kiely, 2016) carried out the evaluation after the 
course, when teachers were back at work. Peacock (2009), carried out during and at the end of 
the programme, describes the lack of opportunity to gain substantial data sets from alumni of 
the programme and their employers as a limitation of his evaluation of a pre-service programme 
in Hong Kong.

Delayed evaluations of programmes are challenging in terms of design and resources, but 
are likely to become more important. We know from life history research of English language 
teachers for example, Hayes (2005) that change is continuous, and different learning experi-
ences merge as teacher identity and transformative practice emerge. The initial period of work 
is often focused on survival, that is, managing classrooms and workload using the course book, 
without much attention to creative and transformative practice, reported by some novice teach-
ers in Kiely and Askham (2012). Tribble (2012) contains a number of delayed evaluations, in 
the sense of reviews and reflections on projects designed to harness language teacher education 
programmes (pre-service and CPD) to the task of English language curriculum reform within 
national and university systems. Some note the lack of impact: Zikri (2012), reviewing the 
impact of a CPD programme implemented in Egypt from 1975–91, observes limited enduring 
impact largely due to inadequate needs analysis and engagement with the issues that concerned 
teachers. Many evaluations however, observe enduring transformations, both in terms of estab-
lishing innovative programmes and new institutions (for example, Komorowska, 2012), and 
in terms of establishing local champions of innovative approaches, who go on to have impact 
through their work as education leaders and teacher educators, for example, Dick (2012) and 
Wiseman (2014). The enduring success of these projects is due in part to the ways key stakehold-
ers were persuaded that the innovative practices are worth investing in.

3. WHO evaluates language teacher education programmes?

There are two principal options here: external or internal evaluator. The former is supported 
by different discourses. In early programme evaluation theory, where the focus was on deciding 
between alternatives, there was a preference for external evaluators. They would be disinterested, 
and could be presumed to provide an objective assessment of the alternatives. More recently 
however, the role of internal evaluators has become more important: they are in a position 
to take forward to the development agenda, and lead the use of evaluation findings for the 
improvement of the programme, much as proposed by the principles of evaluation for develop-
ment and the guidelines of the PRODESS initiative of the British Council in the 1990s (Kiely 
and Rea-Dickins, 2005). The issue which arises is that of advocacy: a concern that the success of 
the programme as represented by the evaluation findings might be due to the commitment or 
investment of the programme leaders, rather than to the philosophy, strategies or activities of 
the programme. The response to this question is acknowledgement that even the best designed 
programme does not work on its own: it requires implementation with commitment and crea-
tivity. The teacher educators is a part of the programme, and the learning within the programme 
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is due in no small part from that investment and the notion of relationship developed, as within 
any professional learning community (PLC – see above).

In their introduction to the collection of papers Edge and Mann note that each account 
should have ‘a space for considering how stakeholders have evaluated the innovation being 
reported’ (2013: 11). The editors’ call here is a recognition of on the one hand, the assump-
tion that practitioners evaluate innovations within their programmes, and on the other, 
that such evaluations add to our understanding of both programme evaluation and teacher 
education.

4. HOW are language teacher education programmes evaluated?

Evaluation studies are normally carried out using the methods of social science research, 
particularly surveys and case studies. Surveys using questionnaires are particularly important, 
whether the focus is ‘satisfaction’ within or at the end of programmes. Such questionnaire-based 
evaluations are typically part of end-of-course evaluations within universities and other organi-
sations. Surveys are also used to determine ‘impact’, when teachers document that ways training 
affects their teaching and other work routines (van Batenberg, 2013; Karavas and Popadopoulou, 
2014). Cheng (2013) draws on the findings of two questionnaires to evaluate her innovative 
programme on materials evaluation: the regular, institutional student satisfaction feedback form, 
and a specially designed questionnaire to capture more specific accounts of participation in the 
materials initiative. Online platforms have made such surveys easier to manage (Ozbilgin and 
Neufeld, 2013). Two evaluations of pre-service programmes discussed above – Peacock (2009); 
Kiely and Askham (2012) – make extensive use of interviews rather than questionnaires. The 
rationale in both cases is the opportunity in interview contexts, to explore what has not been 
specified precisely in the initial question. In Kiely and Askham teachers were interviewed twice 
in the first six months in work (the budget included a small payment to participants who par-
ticipated in two interviews). The focus of questions was the nature of work experiences, and the 
ways the components of the pre-service course prepared them for these experiences. The data 
show how the course input and experience was part of the reflection on and analysis of work 
experiences. One teacher for example, drew on advice from a tutor to manage his limitations 
in language analysis:

Interview extract

This was my weakest side (1) […]
I’m a lot better at selecting what I want to teach (1) and focussing on it […]
But the advice we were given, which I thought was very good, was if you’re ever given 

a question you don’t know the answer to, don’t answer it (2) just take it on board and come 
back, come back later.

(Kiely and Askham, 2012: 509)

This evaluation also drew on documents from the programme, such as portfolios of materials 
and lesson plans and reflective commentaries on lessons. These were analysed thematically in 
terms of impact of the components of the programme. The analysis of the data in this study 
generated a conceptualisation of teacher learning as furnished imagination:

The construct represents what new teachers take to work. It illuminates the teacher learn-
ing that has taken place: understanding of key knowledge bases, procedural competence in 
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planning for and managing lessons, a disposition characterised by enthusiasm and readiness, 
and a teacher identity—a sense of belonging in the world of TESOL.

(Kiely and Askham, 2012: 509)

Content analysis of course documents such as reflective journals is a data strategy used in many 
of the reports in Edge and Mann (2013). Focus groups are widely used, for example, Kurtoglu-
Hooton (2013), and Gakonga (2013) combine forms of group discussion with a range of web-
based tools – blogs, e-portfolio, and more traditional training processes. Oprandy et al. (2013) use 
group discussions, such as practicum conferences, combined with written reflections to capture 
the changing perspectives of trainees.

Classroom observations integral to practical teacher education programmes are also used, not 
only as a way to understand the impact of particular initiatives, but also for needs analysis and 
programme design (Woodward et al., 2014). Li and Edwards (2013) used classroom observation 
in their evaluation of an overseas in-service course. The observation focus was innovative prac-
tices which could be linked to the programme focus, and also ‘re-invention’ of innovations for 
better alignment with contextual features.

Four points relating to evaluation methodology emerge. First, a great deal of routine infor-
mation is used in evaluations, particularly in web-based programmes, with enhanced rigour in 
analysis used to determine the key valid messages. Second, interviews are used for large-scale 
surveys, and though short, these capture some aspects of the complexity of stakeholder views 
which might not be accessible by questionnaires alone. Third, essays, blogs and journals, writ-
ten by the course participants are used as data, thus accessing the reflective responses of trainees 
and teachers to the programme. This strategy aligns with the Exploratory Practice tradition of 
understanding classrooms, where potentially exploitable pedagogic activities (PEPAs) become 
tools for understanding classroom processes (Allwright and Hanks, 2008; Slimani-Rolls and 
Kiely, 2018). Fourth, the intention to involve alumni, that is, teachers in work is a particularly 
challenging aspect of data collection, but particularly useful in understanding impact (Kiely and 
Askham, 2012; Li and Edwards, 2013). There are two directions for development of evaluation 
methods here: first, increase efficiency and validity by constructing routine information and 
processes as data. And second, explore the opportunity to pay or otherwise reward stakehold-
ers such as alumni of programmes, as a means of securing their analyses and perspectives for 
understanding the programme, and as a recognition of the value of their learning experience 
over time for the ELTE field.

Conclusion

Programme evaluation is a test of effectiveness. In the context of language teacher education 
programmes, this means understanding on the one hand the ways the set curriculum works, 
and on the other understanding how the investments of the participants support teacher learn-
ing. A key feature of this learning is enhanced capacity to transform practice in classrooms and 
programmes so that students of English achieve greater success. There are many chains in the 
reasoning here, and the processes of understanding them are complex. Programme evaluations – 
quality assurance measures such as course satisfaction surveys, large-scale research studies, and 
local focused practitioner research studies – can make a contribution to understanding effective-
ness. The evolution of the place, purposes and methods of programme evaluation in ELTE, as 
surveyed in this chapter suggests increasing levels of integration into practice, and greater use 
of evidence-based measures to improve programmes. There are areas where more PE activity is 
needed, for example, the relationship between English language proficiency levels and teaching 
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effectiveness, the operation of cascade structures in CPD initiatives, and the long-term impacts 
of intensive courses in workplaces, or in transborder settings. The key to securing attention to 
these issues is more discussion in professional settings, and more publications which put PE 
activity in the public domain.
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For some, iconoclast has a negative connotation because it suggests attacking: breaking images. We 
hope the gentle before iconoclast makes the connotation less negative in our title (suggested by 
Alan Maley). Preceding iconoclast with gentle is a great example of an oxymoron. By using gentle, 
we hope to convey our intention is to explore everything, not to attack anything. If we do not 
question what we do and the results, we cannot make discoveries. Jacob Bronowski (1956) in 
Science and Human Values put it this way: ‘In science and in art and in self-knowledge, we explore 
and move constantly by turning to the world of sense to ask, “Is this so?” This is the habit of 
truth, always minute yet always urgent’ (p. 43).

I, John, have been writing, speaking about, teaching, analysing recordings of classes and con-
versations with teachers and exploring how we teach and how we prepare teachers for decades. 
I, Takaaki, am a member of the more recent ‘seekers’ who want to understand what we do in 
new ways by questioning accepted practices, changing them in small ways and comparing the 
results. Here is our interaction about teacher education:

Takaaki:  Though I want to discuss how you decided that we need to explore what we do and the results, 
I want to ask you first how you got involved in teacher development. As I recall, your first 
experience was working with teachers in Nigeria.

John:  Yes, my first experience preparing teachers was as a Peace Corps Volunteer in Nigeria, 
assigned to teach in a teacher training college. As background, The Peace Corps is an 
American organisation started by President John F. Kennedy in 1961 to send Ameri-
cans to other countries to learn about them, to return to the US and share what they 
learned and try to make some useful contribution to the countries they were sent to. 
Many countries have similar organisations such as VSO in the UK and JICA in Japan.

Takaaki:  Did you apply to be a Peace Corps Volunteer in 1961 because you were interested in teacher 
preparation?

John:  No. I applied to the Peace Corps to improve my Spanish. I wanted to be a vol-
unteer to learn. But there were no openings for me in Latin America in 1961. It 
would have been quite presumptuous of me to apply to a programme to prepare 
teachers since I had taught only one English and one Spanish class for one semes-
ter in a high school.

7
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Takaaki: What did you teach at the Teacher Training College in Nigeria?
John:  I taught English language and literature to raise the level of English of the teachers. 

And I used some methods in a demonstration classroom at the College that a British 
Council English Language Specialist, John Rogers, had demonstrated in my English 
classes. I also ‘supervised’ practice teachers when teachers went to primary schools 
to practice methods they were learning on campus. During practice teaching, no 
classes were held on campus. Staff met at the college with the practice teachers that 
they had visited to discuss lessons observed and plan lessons for the next day.

Takaaki:  Tell me some of the fundamental lessons from your experiences in Nigeria and a suggestion 
that grew out of them.

John:  My first lesson, and the theme of my teaching and writing for five plus decades, is 
that I see my role as a partner with those who take my classes or participate in my 
workshops or read what I write. In Uyo, Nigeria, I learned very quickly that my role 
was to jointly explore what questions each teacher had, jointly note what the teach-
ers did, observe the results and then jointly generate another activity and compare 
the results. John Rogers, who observed my classes and demonstrated methods in my 
classes, was key to this idea. He did not say ‘Do this because I said you should’ but 
rather, ‘Try this and let’s compare what students wrote, said, read, etc. when we do 
X rather than Z.’ He was a collaborator rather than a dictator.

Takaaki:  Sounds like the specialist was providing you what some call strategic mediation (Tharp & 
Gallimore, 1988; Wertsch, 1985) then. The kind of assistance that is tailored to meet trainees’ 
needs and is adequately moderated. So, what else led you to see your responsibility as a joint 
exploration?

John:  Ignorance. I was being asked to supervise teachers who had two to 20 more years’ 
experience than I had and who were teaching content that was unfamiliar to me. 
I knew less content than the teachers I was supposed to be supervising. And I was 
not familiar with any ESL methods until John gave us methods books and dem-
onstrated in my classes many of the methods in the books. But I thought that if 
I understood their practices it would be easier for them to understand the alterna-
tive practices they had experienced in my classes. And it would be easier to find 
ways that alternative methods could supplement rather than replace the activities 
they were used to using.

Takaaki:  You said you knew less than the teachers, how did you translate this lesson into practice? 
I mean, how could you supposedly supervise them if you knew less about what they were 
teaching and how they were teaching than they did?

John:  In a few ways. Since I had never supervised a teacher in my life, I did not know 
what I was going to do when I visited the practice teachers. So, before the visits, 
I met with the practice teachers and asked them what they wanted me to do as their 
‘supervisor’. They said they wanted to learn activities that would interest students 
more, ways to teach grammar and vocabulary that were less boring, and activities 
that would improve the language skills of the students faster than the ones they had 
been using. They also wanted to learn how to spend less time planning lessons so 
they would have more energy for teaching. I have been hearing questions similar to 
these through my entire career.
  I also asked them to write down activities they used that they thought were 
effective. Here there was some divergence of opinion. And when I noted this, I real-
ised that one way to expand the range of activities in addition to using ones that 
John had introduced was to have teachers use each other’s methods.
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Takaaki: And you did not have knowledge about what the primary students were learning?
John:  No. The Nigerian teachers were as you might expect teaching Nigerian history –

what Lord Lugard did when he came to Nigeria and developed the constitution of 
1914; Nigerian geography – the River Niger, groundnut and palm oil production, 
to name just a few areas I was totally ignorant of. They were not teaching American 
history or European history, which are courses I had taken. The fact that the teach-
ers were teaching material that was completely unknown to me was an advantage 
because when I asked questions about the content I did not know the answer, I was 
exploring what they were teaching as well as how they were teaching.

Takaaki:  It was a kind of natural information-gap then. So, my question is how you managed to think 
about alternative ways of teaching which they had said they were interested in?

John:  Fortunately for me, there were two sections of each primary class, which met at the 
same time. The teacher in each section taught the same subjects at the same time in 
the school I was in. So, I was able to observe one teacher in one section for 20 min-
utes doing math and the other one for the next 20 minutes. As you might expect, 
each teacher taught slightly differently. When I observed the two sections, I wrote 
down what each had done.
  Some teachers gave directions aloud. Others wrote them on the board. Some 
teachers had their students copy sentences from the board and others asked their 
students to write what they said aloud and then wrote them on the board. When 
I met teachers at the end of the day, who both taught the same subject in two dif-
ferent streams, I would say, for example,

Okon, Benedict wrote his directions on the board. You said them aloud. Tomorrow, try 
writing them on the board. And Benedict, you wrote the directions on the board, tomor-
row try saying the directions aloud.

Or,

Pius, you had your students underline the words they did not know and had them write a 
synonym above the unknown words. Okonkwo drew sketches on the board above words 
the students did not know. So tomorrow, try drawing a few sketches rather than writing 
synonyms. And Pius, have your students both draw sketches and write synonyms.

Takaaki:  So, a key lesson for you was the importance of comparing two different practices and having the 
teachers try alternatives. This reminds me of some of the emergent concepts in the field such as 
interthinking (Mercer, 1995) and dialogic praxis in teacher preparation (Bieler, 2010).

John:  I guess so, but I have not used those terms. They are new to me, but useful. And they 
resonate with how I described our role as teacher educators in Contrasting Conversa-
tions (Fanselow, 1992a):

I am going to observe you. Afterwards, when I look at excerpts from your lesson with you, 
I hope that through the analysis—playing with the words we use to discuss the lesson—
we can see something we did not see before about our own teaching. Jointly comparing 
similarities and differences between your teaching practices and beliefs and my teaching 
is likely to reveal multiple interpretations of what we described. Let’s explore teaching 
together. I came to your class not only with a magnifying glass to look carefully at what was 



Suggestions for teacher educators

99

being done, but with a mirror so that I could see that what you were doing is a reflection 
of much of what I do.

(p. 2)

Takaaki:  So, when you told Pius to draw sketches because his fellow teacher had, I guess you were 
starting a conversation rather than prescribing and suggesting that sketches are better than 
synonyms.

John:  I like to think my suggestions to teachers are different from prescriptions. Why? 
Because as I imply in the quote from Contrasting Conversations I just read to you, 
I make suggestions to provide opportunities to compare what teachers routinely do 
with alternatives, not for them to adopt the option because I suggested it. I want 
the teachers to determine whether they adopt the alternative based on their analysis 
of the results of contrasting activities. Teachers are tired of hearing me say, ‘Don’t 
believe anything I say, or what anyone else says; question everything.’ These admoni-
tions are not helpful unless I enable teachers to generate alternatives to supplement 
what they are doing.

Takaaki:  John, when many hear your name, they think of your advice to try the opposite, the title of 
your 1992 book (Fanselow, 1992b). Is this a way to enable teachers to generate alternatives?

John:  It is one way. But I have learned that the methods teachers create from doing the 
opposite are more powerful if we list some criteria for determining the likelihood 
that the opposite will be useful.

Takaaki: Some criteria, huh? I’m intrigued.
John:  There are thousands of alternatives in teaching just as in medicine. Bloodletting was 

one used for hundreds of years in Western medicine but it killed more people than 
it helped. The criteria for this practice were based on a false premise that our body 
had four liquids.

If a teacher usually asks students to memorise ten word equivalents each day with no context, 
one alternative is 0 word equivalents; but another is 20 word equivalents. The 0 option would 
mean the teacher realises that students use words incorrectly when they match them with a 
word in their first language and that content words need to be integrated with function words 
and that words have meanings only in context. The 20 word equivalent option is based on the 
assumption that we learn languages by memorising lists of words out of context. This alternative 
is like bloodletting – based on a faulty assumption.

The following are criteria that I have developed through the years for generating alternatives. 
Alternatives should:

• be easy to try for teachers and students
• require thinking, problem solving or prediction
• be novel
• integrate grammar and vocabulary
• enable students to use language rather than listen to the teacher talk about language
• provide incomplete information rather than complete information
• provide chances for students to change mediums, for example give students opportunities 

to change sketches into language, printed words into spoken words, spoken words into 
printed words, gestures into spoken words, etc.

• integrate the four skills plus attend to the fifth skill, emotions
• personalise the language used
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• make only small changes
• have students do activities that make use of what they already know.

Takaaki: Can you tell me some alternatives that meet some of these criteria?
John:  Reading aloud while holding a text and looking at it is a universal practice. One of 

the most powerful alternatives to reading aloud is read and look up. Michael West 
(1960), one of the authors John introduced me to, suggested we have learners read 
sense groups silently, put the text on the desk, think about the meaning and then say 
as much as makes sense aloud. Both the student who reads the phrases plus the other 
students then write what was said. In Nigeria in 1961 of course I could not easily 
take a picture of the students doing the usual reading aloud and read and look up. 
But these days students can take selfies showing the differences between their usual 
practice and the alternative.

Look at the two freeze frames (Figures 7.1 and 7.2) from a video of the same students doing 
reading aloud (7.1) and read and look up (7.2).

 Many teachers who have seen the videos have titled usual reading aloud (7.1) torture 
or frozen in time and read and look up (7.2) engaging or animated. Of course, others 
should not accept these interpretations but write their own.

Takaaki:  When I first did read and look up, though, I dictated sense groups like this: The three men/ 
pushed the currach, from the beach/ into the water. They got into the currach/ and rowed to 
an island/ one kilometre away. And my students always stopped at currach, or whatever word 
they were not familiar with. How can we get our students to move on to understand groups of 
words rather than get caught up with individual words?

John:  Students should be asked to do read and look up only with passages they understand 
at least 95 per cent of the words in. But even if they do not understand only one 
word, most students stop and focus on the word that is not familiar. While there are 

Figure 7.1

John F. Fanselow and Takaaki Hiratsuka
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many reasons for this, one is that an almost universal direction is to underline words 
students do not know. So, we teach students to ignore what is before and after words 
they are unfamiliar with. When teachers say, ‘put a post it on words you do not know 
or cross them out and then look at the words you do know and write a word or 
draw a sketch on the word that stumps you’, virtually all students demonstrate that 
they understood the meaning. In the case of currach, which is a word that hardly 
anyone will ever use, learners draw a small boat or write boat on the post it covering 
currach.

Takaaki:  I have been constantly amazed by how many words my students and I have been able to 
discover the meaning of. Of course word equivalents and definitions can be useful. But students 
cannot use dictionaries during exams so teaching them ways to discover meanings seems very 
important. On an unrelated point, I have seen some teachers use this method, but after a 
couple of weeks the students get tired of it. What should we do?

John:  Homeostasis is a fancy word for things returning to being stable. A central reason 
I urge teachers to constantly try the opposite is to enable them to continuously 
change what they do. If students are given a text in mirror writing (formed by writ-
ing in an opposite direction to the natural way: it appears normal when reflected 
in a mirror) a few weeks after they have become quite proficient in reading and 
looking up with a regular text, they see that they can do more with a more difficult 
format. Extending the time between silent reading and speaking and listening and 
writing also raises the ante.

   Another idea to keep students engaged is to have students record what they say after 
they read lines silently on their cell phones. They then can compare what they think 
they had said and wrote with what they actually said. The students who tried this made 
remarkable discoveries about how they had misunderstood what they had read.

Takaaki: I would like to hear an example of a discovery.
John:  One pair of students had said and written, ‘The internet was originally developed for 

ordinary citizens. And…’ But after they listened to what they had said three times and 
saw what they wrote and compared their words with the text they discovered that 

Figure 7.2
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they missed the word not and rather. The sentence was ‘The internet was not originally 
developed for ordinary citizens. Rather…’ On the top of the page of the English text-
books, words such as originally, developed, ordinary, etc. were printed – all content words. 
No function or grammar words. I have not seen any textbook or observed any class in 
which teachers wrote so called key words that included words like a, it, not.

Takaaki:  I am fascinated by the possibilities of the use of technology and your point about grammar or 
function words or structural words. Tell me more.

John:  In Nigeria I could not record the teachers or myself. But these days with so many 
students having smart phones they can record themselves and compare how they 
do read and look up, on different days. They can see their progress. In the same 
way, these two students who compared what they had said and written discovered 
they had missed two grammar words – not and rather. I think that when students 
notice features of language together they are learning also ways to learn. And when 
teachers see what language students are having trouble with, they can see what to 
focus on in their teaching. I believe that a central part of teacher preparation is to 
teach teachers how to continue to develop their teaching on their own and with 
colleagues after they complete a course. In the same way, we need to show teachers 
how to show students ways to learn on their own and with peers.

Takaaki:  So you want teachers and students to take control of important aspects of their teaching and 
learning. Sounds like you consider teacher and learner autonomy (Benson, 2013) to be critical 
for their growth.

John:  I have taught workshops with autonomy in the title but I think we need to deal with 
this idea in all of our courses.

Takaaki:  You said earlier that trying the opposite with criteria to predict the degree to which students 
would be engaged was one way to expand the range of tasks teachers set. What is another way 
we can try to be more autonomous and responsible as professionals?

John:  Another way is to use a coding system. I introduced one in my article: ‘Beyond 
Rashomon – conceptualizing and describing the teaching act’ (Fanselow, 1977). 
I noted five characteristics of communications in the article but suggested we focus 
on just one or two at a time. One characteristic is the medium – spoken or written 
language, sketches, gestures, and silence, to cite a few. Another is the content that 
is communicated. One area is language with subcategories such as pronunciation, 
vocabulary, function or grammar words, and word order.

   In sketches and photos of many nouns, the name of what is shown is printed 
without the article. Posters showing fruits, vegetables, animals, etc. around the world 
usually have labels under the pictures such as apple, bean, and dog. Ditto for the cap-
tions in dictionaries under sketches of elephants, roses, etc. Teachers usually write 
nouns on the board without the articles also.

Takaaki: Again, function or grammar words are taken lightly!
John:  Yes and no. Teachers give rules for their use and textbooks also contain rules for the 

use of the, an and a. But knowing rules and using grammar correctly are two unre-
lated events. An alternative to rules that would enable students to more likely master 
the use of articles in English would be to combine grammatical information – the 
articles – with lexical or experiential information – apple, rose. Of course, you do not 
have to code the captions on posters or in dictionaries to generate the alternative of 
writing nouns that require an article with an article – rose and a rose. But if you code 
the medium – linguistic visual, content vocabulary you might notice that content, grammar 
words is not present – rose and a rose. Some teachers asked students to draw sketches 
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for the grammar words – a, an and the, thus combining grammar words content with a 
non-linguistic medium, sketches. So many students drew the same symbols: one dot for 
a,•, two for an,• •, and a dot in a circle for the. We store written and spoken language 
and symbols in different parts of our brains. If students can access meanings from 
spoken and written meanings and symbols of the same meanings, they have three 
areas they can access rather than just one or two.

 As teacher educators, I think we should provide educational philosophies to support 
alternatives or ask teachers we work with to find support in the fields of psychology 
or second language acquisition to give credence to different practices.

Takaaki:  These seem obvious but until you had pointed out that we should consider read and look up and 
integrating grammar and vocabulary I had not noticed that I was in fact making it difficult for 
my students to improve their reading or use articles. Coding pointed out details I had not seen.

John:  Gregory Bateson (1972), an English social scientist, once claimed that the obvious 
is difficult to see. This is one reason I think it is so crucial to record what we do 
and transcribe it with our students. Then we can generate alternatives by trying the 
opposite or by coding. There is no need for the students to learn a coding system. 
But for teachers it can be useful. Coding provides us with a more systematic way 
to expand the range of what we do and to check to see if in fact we have made the 
planned substitution of one category for another in the alternative.

Takaaki:  You said introducing a coding system was another way to prepare teachers to continue to 
develop on their own after they finish their degrees. You said you used your own coding system 
but that means there are others.

John:  There are many systems. In the heydays of classroom observation in the 1980s, Dick 
Allwright (1988) edited a collection of observation schemes, some of which were 
less complex than mine. In my classes some teachers found it easier to use FOCUS 
after they used other systems first.

Takaaki:  In class, I do not remember you ever mentioning how you became interested in coding or to use 
perhaps a less daunting word, grouping.

John:  Yes, coding and classification do not seem friendly to many. Grouping we all do. When 
we look at a menu we see food grouped as appetizers, soups, meat, fish, pasta, des-
serts, drinks – beer/alcohol, soft, coffee and tea. We do not see the food listed in 
alphabetical order or in the number of calories each food provides. But what is dif-
ferent about a menu and coding and classification is that these show relationships 
that are not obvious. In botany when I learned that strawberries and roses were 
in the same family I was ecstatic seeing relationships that are not that obvious. Of 
course, at the time I was not teaching so I saw no relationship between the taxono-
mies in botany and the grouping of foods on menus and observing teachers. But 
at Teachers College, a senior colleague, Arno Bellack and his team had published a 
book called The Language of the Classroom (1966).

Takaaki:  Since you used Bellack’s system as a basis for FOCUS why didn’t you title your book The 
Language of the ESOL Classroom, rather than Breaking Rules?

John:  First, my book was not a descriptive study as Bellack’s was. Second, I wanted to 
encourage teachers to move beyond the usual interactions. Most classrooms are 
teacher centered and focus on facts for their own sake. The sub-title of the book is 
Generating and Exploring Alternatives. I think as teacher educators we have a respon-
sibility to model ways for teachers to question accepted practices.

Takaaki:  O.K. So, how about you and small changes? When did you start to explicitly urge teachers to 
make small changes?
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John:  Although I suggested over many years that teachers should try the opposite prac-
tices after understanding what they do by recording and transcribing their lessons, 
it was not till my last book (Fanselow, 2017) that I highlighted that the changes that 
teachers make when they try the opposite should be small. I mentioned this in my 
previous publications but not so explicitly till I used the idea in my latest book.

Takaaki: Why is this idea of small changes so important in the preparation of teachers?
John:  For a couple of reasons. First, teachers are busy, often teaching more than 100 stu-

dents each day, and so they might not be able to manage large changes in their 
daily teaching practices. Second, if there are big changes it is hard to see which of 
the changes produced a different result. Some think that all I am suggesting is that 
teachers make changes and then decide whether the changes work or do not work.
Unless the changes are small, we cannot determine what the it in ‘It works’ is. Nor can we 
see what works means. When I told Pius to draw sketches and compare this with defining 
words the change was small and it was reasonably easy to compare the results. I say reason-
ably easy because I had to depend on what I heard and wrote when I observed the two 
practices. But these days we can record and see very precisely the effects of a small change.

Takaaki:  Can you give me another example of what you consider a small change? When I first heard 
this suggestion, I did not really understand it.

John:  More recently I have made this mantra more accessible by inviting teachers to make 
small changes. I asked them to write down or photograph or record small changes 
in their lives that produce big results outside of classrooms. Teachers mention taking 
vitamins to keep their blood healthy, Lipitor to decrease cholesterol, for example. 
Others say that their flu shots inject a very small amount of vaccine but the liquid 
prevents a lot of misery. A blister 1/2 inch in diameter can prevent us from walking. 
Sunglasses can decrease the number of headaches we get on hot, sunny days.

Takaaki:  I know you have many more other references in your books. I would say you seem to strongly 
believe that making small changes would lead to generating more creative teaching which 
Maley and Kiss (2017) so strongly advocate. What are some other suggestions regarding how 
to prepare teachers based on your experiences seeing lessons and reading about lessons?

John:  As I mentioned when you asked me what I taught, colleagues and I did demonstra-
tion lessons. There were desks for up to 40 primary school students in the front half 
of the demonstration classroom and tiered seats for 40 to observe the lesson. We 
taught a few lessons each week before practice teaching to show teachers activi-
ties they were not familiar with. A limitation of these ‘demos’ was that when we 
discussed them we had to depend on memory and comments the observers made. 
We had no data to analyse. In a 40-minute lesson there can be a few hundred com-
munications made by the teacher and from 20 to 60 students. These days we can 
have students record on their cell phones. We can make copies of the pages in their 
notebooks to provide more data and we photograph what the teacher or students 
did on the board.

Takaaki:  So, another suggestion is that those who prepare teachers should actually teach classes, in tan-
dem with the teachers, to illustrate activities that you all read about. And you suggest we do 
this by carefully paying attention to the details. I remember that during my MA courses you 
always taught parts of some classes that we were teaching and we videotaped them.

John:  I have always taught classes of practice teachers I observed. If I were a soccer coach, 
I think I could suggest movements and plays to players that I could not myself do 
and the players would understand this. Coaches tend to be older than players and 
less agile. But in the case of teaching, I think we need to try out what we suggest. 
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Teachers can then see that just as they might forget some steps or ignore some stu-
dents so do we.

   These days when we can record and then jointly view what we both did with 
the same students, teachers feel more relaxed about seeing themselves. When I visit 
a school the second or third time and teach a lesson or part of a lesson both the 
students and their teachers feel as if what we do is normal, not something special. 
The teachers see changes I make that are in some ways similar to ones they make.

Takaaki:  So, you have been following the model you experienced in Nigeria – students learned English 
with alternative activities they read about and saw you and others demonstrate, and they tried 
the activities and looked at your transcriptions of what they did and made small changes based 
on differences between what each and a colleague did.

John:  After I returned to the US from Nigeria, I was involved in Peace Corps training 
programmes at Teachers College. Almost all the trainees were native speakers but 
part of training was immersion in languages of the countries they were bound for. 
So, they experienced the methods as learners and as teachers and observed them-
selves and others on videos or listened to recordings.

Takaaki:  Now, I have read a lot about and conducted research on reflective teaching which to me is a key 
area of study in language teacher education. I have these on my notes in front of me: Farrell 
(2007, 2015), Gebhard (2017), Hiratsuka (2017), and Mann and Walsh (2017). To what 
extent has this field been important to you?

John:  Though I do not use the term much, I attach importance to many of the ideas and 
activities in that field. Many of the suggestions made by those who discuss reflective 
teaching are similar to some of my suggestions. My obsession with recording and 
transcribing and comparing what we usually do with small changes and constantly 
changing what we do are somewhat distinctive, though.

Takaaki:  To me, the few suggestions we just discussed seem somewhat unrelated to reflective teaching. 
Do you see a connection?

John:  I think there are some connections. When I ask teachers to generate alternatives 
I ask them to use these criteria to determine which alternatives are more likely to 
engage students. All of the suggestions focus on the joint analysis of detailed data – 
teachers, observers, supervisors, and those who prepare teachers. We must interpret 
the data from many perspectives by asking questions such as: ‘What else might this 
indicate? What is another way we can see this as helpful or not helpful?’

   We can only analyse detailed data if we have small amounts of it. I suggest a 
transcription that fits on one page of A4 paper. And we can only understand what 
is going on if we look at what we do on a regular basis, once a week I consider a 
minimum. Of course, teachers are busy, but as we analyse what we do we can simul-
taneously plan what to do the next day. Seeing what students produce decreases the 
need for preparing and grading tests.

Takaaki:  Yeah it makes sense and this is interesting. Now, I have always wanted to ask you this, but as 
somebody who has been a guru in our field, what do you think is lacking from current language 
teacher education programmes?

John:  As a teacher educator, I have always invited people to do workshops in various areas 
such as The Silent Way, Jazz Chants and Autonomy, to name a few. If I were asked 
to suggest to those establishing a new MA programme I would enrich the range of 
workshops a great deal. Here are a few areas that I think would broaden teachers’ 
experiences of how we learn: phone applications, computer games, voice projec-
tion, mime, yoga, drama, dance, singing and directing singers, arts and crafts, cooking, 
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knitting, guitar. Well, I could go on and on. But maybe a bit of a rationale, gleaned 
from comments from teachers who have experienced these activities. They said:

We are reminded of how many times we have to experience something to master it; that 
much of language learning is connecting language with experience; that experiences of our 
minds, bodies and language are interconnected; that some of us are good on one activity 
and not so good at another so we are reminded not to disparage students who cannot say, 
write, or spell but to tap what they are good at.

Takaaki:  I see. But your suggestion to language education programmes here involves only people outside 
the classroom conducting workshops for students in the programmes, though. I thought you 
learned in Nigeria that it was important for teachers to actually experience methods they were 
going to use later in their classrooms.

John:  Ideally, there would be opportunities for teachers to do mime in a class, record the 
event and discuss it with the person who did the mime workshop. But it would be 
very difficult to do so unless a teacher has private students or sponsors an English 
language club at school.

Takaaki:  Alright. On a different point, providing hands-on workshops as well as trying out mime, etc. 
sound very non-academic to me. Shouldn’t teacher education programmes be a place to learn 
academic and scientific knowledge?

John:  They are indeed non-academic. I think the balance between doing and reading 
and writing in teacher preparation programmes has shifted away from doing these 
days. It seems to me that more hands-on experiences are necessary for the teachers. 
Reading about SLA, sociolinguistics, pedagogical grammar, etc. can be very intel-
lectually stimulating. Discussing and writing about articles in such fields can be too. 
But teaching is not an intellectual activity and the influence reading and writing 
have on what we do is very small. When we do feel the need to read those texts in 
the field, I suggest that teachers read fewer but read them a few times. There is so 
much information in all of the areas in our field, much of it quite sophisticated. So, 
one reading is almost the same as no reading. Those who read fewer articles more 
but each more many times say they can apply some of the ideas better.

Takaaki:  We are almost there, but in the back of my mind and of many teachers, maybe often in the 
front of our minds is that there are so may constraints on what we can do that is different. As 
you know, there are texts we have to cover, tests to give, and external exams to prepare for that 
prevent us from trying to teach in different ways. Colleagues resent changes and students balk 
at things they are not used to. Clarke (2007) deals with other restraints in our contexts as 
well. What can we do about it?

John:  For the students who balk and colleagues who resent change, I have suggested that 
we spend five minutes on an alternative each day, selecting ones that students can 
use on their own outside of class to develop their English. Also, many schools have 
English clubs. In these, teachers can have students try out self-learning activities and 
get feedback from their teachers.

   But read and look up, drawing sketches for words they are unfamiliar with, and 
symbols for grammar words over time students find them more engaging than the 
memorisation, fill in the blanks, talking about language or translation standard fare. 
They also see that they do better on tests after using English rather than memorising 
rules and definitions. So over time the five minutes can be extended.
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Takaaki: John, it has been such a refreshing conversation I have had with you.
John:  See how judgements come so easily to us. Let’s let the readers decide if it was really 

a refreshing conversation.
Takaaki:  O.K. For me, though, it was truly an engaging conversation and maybe I can summarise some 

of what has been powerful for me in what you said. Through our conversation, I learned that 
we should be encouraged to: (a) make language teacher education a joint endeavour among the 
teacher educators, teachers and students; (b) generate teaching alternatives by trying the opposite 
and by using coding schemes; (c) cultivate teacher and learner autonomy by believing in their 
capacity – we can all do more than we think we can; (d) make small changes and attend to min-
ute details; and (e) record and transcribe classroom interactions to see how what we think we did, 
what we actually did, and what we want to do are quite different events. Thank you, John. Any 
final suggestion for those of us especially in the younger generation in our preparation of teachers?

John:  You are one type of ‘younger person’ but children we can also think of as younger. 
And of course even people in their 80s and 90s can be young at heart. So, to me, 
a key feature of young is more than age. Now, let me read you a short quote from 
Thomas Huxley referring to a child: ‘Sit down before what you see and hear like a 
little child, and be prepared to give up every preconceived notion, follow humbly 
wherever and to whatever abyss Nature leads, or you shall learn nothing.’ A couple 
of insights I take from this. First, try everything. Two-year-olds often pick up snow 
the first time they experience it and put it in their mouths. Some around four see-
ing a straw for the first time put it in their drink and then their nose! Leonardo da 
Vinci put a straw in his ear to hear the sound of water at different depths. When 
children try things they often smile and laugh. They see jumping down three steps 
at a time as joyful. They run and laugh at the same time, thrilled by seeing they can 
do something they could not do a few days before. They have a playful spirit.

   In preparing teachers as well as in our teaching of language learners a playful 
spirit, scepticism and openness to imagine all the possibilities are crucial. Alan Maley 
has, through the years both in his teaching and writing, exemplified this spirit of 
playfulness as much or more than any in our field. A model of playfulness.

Further reading

Gurrey, P. (1955) Teaching English as a Foreign Language. London: Longman.
 Gurrey in his 1955 edition introduced a grid showing nine types of questions. He urged teachers to 

move beyond the predominant fact questions in the classroom (e.g., What is the longest river in Nige-
ria?) to inferential and experiential questions made up of either-or and yes-no questions (e.g., Does the 
longest river in Nigeria start with C?; Have you visited Onitsha and seen the River Niger?).

Barnes, D. (1976) From Communication to Curriculum. Montclair, NJ: Boynton/Cook.
 Douglas Barnes analysed interactions in middle schools and introduced two different kinds of knowl-

edge: ‘school knowledge’ and ‘action knowledge’. According to him, school knowledge is the knowl-
edge presented to us by someone else; whereas, action knowledge is the knowledge that is incorporated 
into our view of the world on which our actions are based. He encourages us to provide action knowl-
edge, rather than school knowledge, in language teacher education so that we are able to better make 
sense of new experience by relating it to the old experience.

Fanselow, J. F. and Light, R. L. (eds) (1977) Bilingual, ESOL and Foreign Language Teacher Preparation: Models, 
Practices, Issues. Washington, DC: TESOL.

 Fanselow and Light reflect the two differing perspectives in teacher education. One perspective main-
tains that guidelines and the time-honoured practices in teacher preparation would form a sufficient 
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base for the development of those teachers. The other argues that teacher preparation needs reform-
ing and can only be carried forward effectively with a number of stipulations, for example, through a 
competency-based approach. After four decades, the perspectives and discussions in the book are still 
important and relevant in the world of language teacher education.
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Digital and online approaches to 
language teacher education

Thom Kiddle and Tony Prince

Introduction

Digital technology has a long history in language learning and teaching, and in language teacher 
education. In this chapter we address the challenges and opportunities that digital technology 
presents to teacher educators, exploring options available through online and blended provision, 
outlining decisions taken by providers to meet these challenges. After providing a brief historical 
perspective, we will consider variables such as time and timing; interaction; design and structure; 
pathways, platforms and tools; and assessment in evaluating providers’ approaches to language 
teacher training and development.

From distance to online: a brief historical overview

We can trace the roots of much current practice in online and blended educational models 
to such early innovators as the Programmed Logic for Automated Teaching Operations at the 
University of Illinois, launched in 1960, with its forums, instant messaging, chatrooms, remote 
screen-sharing and online assessment (Wooley, 1994). The line continues through the Open 
University’s move away from correspondence courses towards online courses in the late 80s and 
early forays by other universities into online Masters programmes. This includes teacher train-
ing providers reaching larger international teaching communities and individuals with online 
teaching qualifications, such as the Distance Delta from International House London. Organi-
sations such as The Consultants-E, with fully online teacher training programmes launched in 
the early 2000s, moved the concept forward, and the rise in the mid-2000s of online teacher 
training websites and platforms (see, for example, Teacher Training Videos, and LessonStream) 
brought individual providers into the mix. The introduction of Massive Open Online Courses 
through pioneers at the University of Manitoba, and the famous ‘Introduction to Artificial Intel-
ligence’ from Sebastian Thrun and Peter Norvig at Stanford (Ng & Widdon, 2014), led to rapid 
interest and growth and new players such as the OU’s own FutureLearn, EdX, and Coursera, 
and MOOCs for language teachers and learners developed by Cambridge English and Brit-
ish Council among others. The launch of the Association for Quality Education and Training 
Online (AQUEDUTO) in 2014, the first quality assurance organisation specifically focused on 
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the provision of online language teacher education further signalled the importance of online 
and blended delivery’s presence, and its potential in the field with which this handbook con-
cerns itself.

Alongside the omnipresence of digital technology in twenty-first-century life, there are spe-
cific pressures and opportunities which have led to online and blended approaches to language 
teacher education – in some cases to supplement, and in others to replace – traditional face-to-
face classroom-based teacher training and teacher development activities.

One of these pressures has its roots in the wider educational context. Given that the inter-
national education community has pledged to achieve universal education by 2030 (which 
UNESCO estimates will involve recruiting 68.8 million teachers), it will be difficult to deliver 
the required number of teacher education programmes relying solely on traditional approaches.

Other relevant factors behind the drive for expanded provision include:

• The calls for reform prompted by international education comparisons such as the Pro-
gramme for International Student Assessment (PISA) and the Trends in International Maths 
and Science Study (TIMMS);

• The changes in views of effective learning and teaching prompted by evidence based 
research (e.g. Yates & Hattie, 2013; Marzano et al., 2001);

• The development of educational tools (e.g. CAMTASIA, PowerPoint) or platforms (e.g. 
Blackboard, Moodle, Edmodo), and platforms co-opted for educational use (e.g. Facebook, 
SecondLife, Twitter).

Looking directly at language teacher education, we should add related factors such as:

• The rise in English as a Medium of Instruction in universities worldwide, bilingual schools 
curricula, and early-start English initiatives coupled with national bilingual and plurilingual 
policy drives;

• Frameworks in language teacher education such as those from Eaquals, the British Council 
and Cambridge University Press, which have heightened awareness of developmental path-
ways within a language teaching career;

• Interest in online and blended learning of languages (for example, Flipped Classroom mod-
els which move ‘language input presentations’ and controlled practice onto a pre-lesson, 
online, self-access platform).

Each of these exerts different forces on governments, education bodies, and institutions, such 
that they are not just concerned about training new teachers but retraining and developing 
existing ones. However, in many of these contexts, resources for teacher training are scarce. The 
capacity of these organisations to provide the specific focus, quality, breadth and depth of train-
ing needed is limited by cost, time, access to trainers and materials, among other factors.

Having outlined the demands driving alternative models of teacher education, we move on 
to look at a range of specific decisions facing teacher education providers, and how digital and 
online responses complement or contrast with face-to-face models.

Time and timing

The first factor is the staging of input and interaction within the training approach. From pre-
service through to PGCEs and degrees programmes, input and interaction tend to be time-
tabled and fixed. It is a similar story with in-service face-to-face teacher development – from 
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INSETT sessions through to Diplomas and Masters-level qualifications. Online and blended 
delivery models upend this rigidity, making input available not only on demand, but also avail-
able to be revisited, reviewed and recycled. For a related discussion, see the options outlined by 
Dudeney et al. (2013: 317–327) on integrating digital activities into the curriculum. Likewise, 
interaction patterns between peers take on a new character in the online space, with syn-
chronous and asynchronous collaboration a core principle in online teacher education course 
design.

Second, we must consider reflection and response time. Face-to-face models typically base 
response to input within a timetabled session. Online and blended models allow for consideration 
of input and contextualised reflection (often based on implementation or experimentation). Par-
ticipants can carefully construct responses often with the benefit of further reading and research. 
See, for example, the reflections on E-portfolio based learning from Hughes (in Sharpe et al., 
2010: 199–211). This latter point we consider particularly important for the lower-language-
proficiency teacher, who, when studying in the online context, has the time to formulate and 
proof their contributions.

A third consideration is time management. This is perhaps a blessing and a curse for the 
online and blended context. In our experience, an online/blended can offer significant benefits 
in terms of making studies fit around other professional and personal demands. However, the 
teacher educator must be aware that for those who struggle with time-management or are less 
committed, the online mode can provide the opportunity to ‘disappear’, thus creating more 
work for the trainer to chase and chivvy through messaging or mailing. Another commonly-
heard complaint from participants in online teacher education programmes is ‘It took longer 
than you said it would!’, and this reflects the fact that by their very nature, web-based activities 
can lead to deeper and deeper expeditions ‘down the rabbit hole’ (see the recommendations 
from Salmon (2004: 210)).

Interaction

Interaction among peers and the tutor(s) in a teacher education context is an area in which the 
affordances of digital technology have added numerous options. Other chapters in this hand-
book discuss interaction in a face-to-face setting, and so we would like to focus on the flexibility 
which the online space offers.

The primary area of flexibility lies in multi-modality; in the choice afforded by interacting 
through voice, video, text, and image, and the consequent opportunities for personalisation and 
contextualised appropriacy. Tools such as the Talkpoint activity (see below), allow participants to 
respond to content through webcam, microphone or text. In contexts such as the Middle East, 
this can be significant in terms of allowing culturally/contextually appropriate interaction with 
course colleagues and tutors.

The area of contextualisation is also crucial here. For online and blended programmes where 
participants are contributing from their own professional context (rather than travelling to 
attend an intensive training/development event), the sharing of one’s own situational reality, 
whether through video of the setting, images of teaching spaces, or voices from colleagues at 
one’s own institution, adds a dimension often unattainable in a face-to-face setting.

Examples below demonstrate the further possibilities of a mix between synchronous and 
asynchronous interaction, but suffice to say here that the balance of live interaction with col-
leagues and tutors combined with considered, cumulative contributions across time, what 
Hockly and Clandfield (2010: 27–30) call ‘liveware’, is a valuable addition to all online teacher 
education programmes we have seen.
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Design and structure

It is our contention that the online space has (r)evolutionised the design principles inherent 
in a previously linear approach, and allowed for participant-led navigation across content. The 
challenge lies with the provider to ensure that the varied pathways which may result, cover 
learning objectives. This may mean that multiple contextual instances, e.g. teaching at primary 
and secondary, are simultaneously available, and that the engagement with each one of those is 
determined by the participant (though necessarily tracked by the provider).

Multimodality not only applies to content delivery and interaction models, but also to assess-
ment options and affordances for differentiation. Being able to review and consider participant 
responses, a tutor can personalise interventions more easily and effectively than when all partici-
pants are present in a face-to-face model.

Of course, all of these above claims are dependent not only on course design, but also the 
competence and awareness of the tutor. As the routes through the content (and the amount 
of content available), increase, so there is an increased need for guidance and support. Also, for 
principled decisions on issues such as anonymity, and ‘lurking’ (alternately known as ‘legitimate 
peripheral participation’): the question of whether processing of content without active par-
ticipation can count as engagement within an assessed programme. These are reasons behind 
a potential conflict between ‘untutored’ online models such as Massive Open Online Courses, 
and the level of quality assurance implied by frameworks like AQUEDUTO’s, which have tutor 
competence in providing support as a key theme.

A final consideration for course design is the thorny issue of observed teaching practice. This 
has provoked the most scepticism in acceptance of online teacher education initiatives, most 
notably in pre-service settings. Currently, for example, the Online CELTA offered by Cam-
bridge English still insists on assessed teaching practice being observed by a live assessor in the 
classroom. Defenders of the face-to-face setting claim that what can effectively be captured by 
video in a teaching practice activity is minimal compared to what we can reasonably expect a 
present observer to evaluate. For us, the jury should take time to consider their verdict on this. 
As will be explained below, this aspect of online teacher education is in its infancy, and is at the 
sharp end of issues of validity, reliability and practicality. Pilots and projects are underway, and 
it may well be an area in which digital technology needs to catch up with expectations before 
anything close to fully embracing the potential is possible.

In order to elucidate the above points, it will be most effective to look at the affordances 
of the online and blended setting, and illustrate the options and the decisions implied in the 
approaches that online teacher education providers have taken.

Pathways: adaptive learning; choice of content; timing; 
specialisation; deeper reading

Face to face, one of the main concerns of teachers is how to structure the content and the les-
son, to support students’ understanding and scaffold their progression. Those developing and 
delivering online courses have similar concerns. But as we shall see in this section, the oppor-
tunities provided by the online environment create significant tensions. As research into choice 
(Schwartz, 2004) has shown, while we may believe that more choice represents more freedom 
and personalisation, it often results in more frustration and confusion. The distance of online 
learning can magnify these issues, as the tutor is not immediately available to recognise or resolve 
them. Thus one of the main tensions of developing and delivering online courses is the extent to 
which we take advantage of the opportunity that online has to increase choice: through adaptive 
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learning, choice of what and when to study, through the depth and breadth of resources pro-
vided. Many of the resources discussed here are numbered and presented for easy reference in a 
table at the end of the chapter.

For many teachers the simplest, and cheapest option for continuing online education is the 
free resources available online. These may come through the news and opinions offered by cor-
porate sites (e.g. edsurge.com) or via individuals (e.g. learningspy.co.uk). They may come via the 
curation of images and information provided by others (e.g. pinterest.co.uk). They may come 
through resources created by others, as information for lessons (e.g. TEDed.com) or as lessons 
in themselves (e.g. Veritasium1). As can be seen from this list, the opportunities for learning are 
significant. But, this opportunity is part of the problem. Not only is it difficult to know what to 
choose, but it is also hard to identify where to go after you have made the initial choice. Linking 
these resources into a pathway that leads to a clear learning goal requires time and knowledge.

The main advantage of an online course for many teachers is the structure it offers. At its 
simplest, an online ‘course’ may be a series of hyperlinks, connecting resources that exist online, 
perhaps with some introductory or explanatory text. Bloggers (e.g. gregashmanwordpress.com) 
and institutional or corporate sites may provide such a service, linking to previous posts and 
resources. On YouTube, vloggers have taken this a step further, providing series of lessons as a 
course (e.g. crashcourse2). TEDed even provides activities to do while watching the videos, to 
increase engagement and learning. Yet very few of these sites offer what might be recognised 
as courses leading to continuing professional development. Part of the reason for this is the dif-
ficulty that comes when deciding on how to construct the pathway through the material.

From the perspective of the participant, at each branch – with each alternative – we run the 
risk of dividing the community, diluting the knowledge and experience to be shared, reducing 
the opportunity for interaction. A simple link to a series of articles that would deepen under-
standing, or allow individuals to explore specific interests, can lead to some participants feeling 
that they are struggling with the content (due to the unfamiliarity with the topics) or are lag-
ging behind others (due to the difficulty they have in commenting on the texts). It is possible 
to reduce some of this tension by allowing the tutor more autonomy over what to link to and 
when, but this increases the need for tutor involvement and knowledge of the content. In gen-
eral, when thinking about how we construct pathways through courses we have to consider if 
the gain to the individual from choice outweighs the gain to the community from cohesion. In 
general, as the former increases so the latter will reduce (Salmon, 2013).

One method of reducing this issue is to require the results of all choice to funnel into one 
product, in one place. For example a forum can be created on a core topic (e.g. Motivation). 
A variety of links to the topic may be provided, but all participants are required to post their 
findings into the forum, and perhaps to comment on the postings of others who have explored 
different topics. Similarly, a wiki might act as a repository for the findings of research conducted 
by participants into different areas (from different links), either as a collaborative exercise, or as 
information for those who may be interested in, but not intent on this topic. Embedding these 
tools into courses has been made relatively easy by paid-for services such as Blackboard, and 
opensource platforms such as Moodle and BuddyPress (a plugin for wordpress sites). Exam-
ples of CPD courses built using these tools abound: using Blackboard to link institutions in a 
global partnership (e.g. Laureate international Universities3), using Moodle to provide a range of 
courses to global participants (e.g. NILE Online4), and using BuddyPress to provide a course to 
participants from around the world (e.g. Learning Technologies in EAP5).

One problem encountered when creating an online course is that as we add options we also 
increase the complexity of navigation. It can be difficult for participants to keep track of where 
they are, even as they progress through a linear series of activities online. Designers must bear 
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in mind the need for tools to let the participant track their progress. Some online courses (e.g. 
at Futurelearn.com6 or ELTjam.academy7) have eschewed both depth and breadth in favour 
of a flat single page hierarchy, with no link leading further than one task away from the main 
page. This allows participants to see very clearly where they last left the course. The more often 
participants enter and leave the course, or the longer between visits to the course – perhaps as 
a result of trying to fit it into other responsibilities – the more important consideration of such 
navigational concerns becomes.

Finally, as we increase depth of content, so we place more pressure on the participant to man-
age their time. The participant must be aware that the further they travel away from the main 
path, the faster they have to work in order to keep up with the other participants. Each resource 
takes time to consider, let alone consume or contemplate, and it should be remembered that a 
major attraction of online learning is fitting it in around other responsibilities (England, 2012).

Thus far we have talked of design decisions as they affect the participant, but each choice 
has an impact on the tutor and the team supporting the course. Breadth and depth of content 
provided requires equivalent knowledge and experience on the part of the tutor, especially with 
regard to weaving comments into each other and waving participants to comments that may 
be of interest or use to each other. In weaving and waving, the tutor is drawing connections 
between points participants have made. This may be to highlight similarities of topics being 
discussed, of priorities expressed, of difficulties and issues faced across a range of participant 
contexts. It may also be to contrast points of view, to distinguish between solutions provided or 
options chosen. This not only has the intended outcome of strengthening group cohesion but 
extending what they are learning from each other, and from the course through revising and 
revisiting the topics, reflecting with new perspectives.

That said, if participants struggle to manage their time and become frustrated with the wealth 
of choice, it frequently becomes the responsibility of the tutor to help them back on track and 
to monitor their progress. More time spent keeping track of students may result in less time 
available for interaction. Thus, it is critical for those designing the courses to consider carefully 
the structure they use and options they provide. A significant number of those involved in online 
courses believe that teaching online takes longer than face-to-face (Allen & Seaman, 2013). It is 
important that this perception does not put tutors off the online experience.

Face-to-face courses in which participants have access to reliable online connections are 
increasingly blending their provision to include online components in different ways. One such 
option involves participants interacting in person in small groups, while keeping track of the activ-
ities of others in the larger group through online tools (Stein & Graham, 2014). Blended courses 
may also make use of techniques which seek to ‘flip the classroom’, placing emphasis on the time 
in class as opportunities for tutor support (e.g. clarification, differentiation) and for peer collabora-
tion, rather than for tutor transmission of content (Talbert, 2017). For instance, it may be effective 
for participants to study online for three or four weeks, before coming together face-to-face for 
more hands-on or tutor interactive activities. Conversely, course design can front-load the face-to-
face elements (e.g. where participants may need much more tutor support than is realistic online).

Discussion: fora, talkpoint, webinars

As Hammadou and Bernhardt (1987) note, ‘In foreign language teaching the content and the 
process of learning are the same. In other words, in foreign language teaching, the medium is 
the message.’ In this regard, online education has a number of benefits which those developing 
and delivering courses should be aware of. When study is asynchronous, it can benefit those 
who struggle to understand or to communicate. With activities which culminate in text-based 
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forums, participants can make use of translation software and dictionaries (e.g. through curation 
sites such as Onelook8). They can consult more general sources of information on the topic (e.g. 
Wikipedia) or education related sites (e.g. The A-Z of ELT9 or University English for Academic 
Purposes10). They can take their time to replay videos, to reread texts or comments in fora. When 
posting their responses, they have time to consider what to say and how to say it. These benefits 
accrue without participants needing to admit to language difficulties, or to feel that they are 
taking too long to respond (as may be the case face-to-face). In this way, those who may have 
struggled to join the community of discourse can more easily engage in discussion.

A second advantage of learning online is the variety of modes of communication afforded. 
An example of this can be seen in one of the main tools for enabling synchronous learning and 
teaching: the webinar. This allows students to be present in the same space – e.g. through Adobe 
Connect,11 Zoom12 or Skype – but in different ways. Participants can contribute by text only – 
giving them many of the advantages indicated in the previous paragraph. Similarly, limiting 
their contributions to audio can allow participants to ignore concerns about how they look, or 
interpreting the expressions of others, and focus on their words. At the same time, those who 
feel confident in their ability to understand and respond can use the video tools. Each of these 
choices can be made without anyone having to acknowledge the reasons for them.

It should be noted that such variety of tools available in webinars is not without its problems. 
As Hockly (2012) discusses, a great webinar requires the tutor to consider five ingredients: plan-
ning, engagement, interaction, variety and tech check. Each must be considered carefully if the 
tutor is to play to the advantages of the webinar. One example of this is in how students contrib-
ute to a discussion. By allowing participants to limit themselves to audio or text a tutor can give 
participants time to think and prepare. Thus, while some participants are interacting via video/
audio, the more hesitant or linguistically concerned participant can participate via text. To make 
best use of these different modes, the teacher needs to structure opportunities for interaction 
differently, making it clear that those texting do not have to wait for their turn, and giving those 
on audio only (and therefore not so visible) the means of attracting or asking for attention (e.g. 
through text, by emoji). The tutor also needs to be conscious of waving and weaving between 
comments in a synchronous webinar, just as in an asynchronous discussion.

While the tools and techniques discussed above can be very effective in helping overcome 
some of the language issues in language teacher education, this is not their only, or even main 
role. In their review, tracking ten years of online courses in the USA, Allen and Seaman (2013) 
cite three main causes for high attrition rates: underestimating the amount of time needed, 
feelings of isolation, and lacking sufficient discipline to persist. Course designers can overcome 
many of these problems through the careful placement of activities requiring collaboration, or 
tools which facilitate communication between participants or with the tutor. One simple rule 
of thumb might be to offer more choice later in an activity or unit, rather than earlier, so that 
participants have more chance of staying on track and on time. Isolation may stem from feeling 
that you are the only one working on an activity, which may be more likely the more options 
are offered. Equally, regular ‘funnel points’ may be useful in an activity or unit, to bring partici-
pants together and allow them to discuss their reflections or reservations. Seeing or hearing what 
other people are doing, and having them comment on what you have done or thought can be 
a powerful incentive to continue. As such, a weekly webinar can be a powerful tool for group 
cohesion and individual motivation. Similarly, the placement of a forum at the end of a sequence 
of input or research can allow the participants to learn from each other, and to derive the benefit 
from having your ideas heard and acknowledged.

In this way then, online learning allows designers of courses to create a great deal of oppor-
tunity for interaction between participants. One crucial factor is the tutor’s understanding of its 
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intent, and of their own role in the course. For example, while a forum can provide an oppor-
tunity for participants to interact, it can also leave tutors feeling that they have to comment 
on each post. This can result in much of the interaction being between tutor and individual 
participants. One solution to this can be to train tutors in the ‘waving and weaving’ approach 
outlined in the previous section. Another, equally useful type of tutor interaction with partici-
pants is what we have termed ‘Feeding, Seeding and Harvesting’ on the NILE courses. In ‘Feed-
ing’ the tutor is trying to develop ideas and interactions rather than responding to posts. One 
key technique for this is to pose questions, rather than make comments. These questions might 
be offered with regard to the posts of other participants (incorporating ‘weaving and waving’). 
Alternately, ‘Feeding’ might involve ‘Seeding’, through a response based around a quote which 
challenges or contrasts with what the participant has said. The idea of ‘Seeding’ is to offer some-
thing more for the participant to consider. One of the benefits is that this can take the form of 
links to other resources – either in the course or outside of it. One further benefit of online (for 
the tutor) is that a bank of such links or resources can be built up over iterations of courses, so 
that the tutor can deploy them relatively quickly and easily. For the participant the ‘seed’ is no 
less useful for it having been used with others, or having been quickly found by the tutor. In the 
final type of tutor interaction – ‘Harvesting’ – the tutor is trying a) to provide the participants 
with a record of the key topics they have covered in a unit; b) to remind them of the points that 
they or others may have made; and c) to get them to reflect on both of these, further deepen-
ing the learning. The specific points made by participants are a key aspect of the summary and 
must be gathered from the tutor as they work through the unit, but these can be worked into 
a template of the unit topics and a style which encourages reflection that the tutor has built up 
over time. We have found that the tutor summary can offer a very important perspective and can 
model good practice. Participants may not keep track of what they have done simply because 
they do not know what ‘good’ practice looks like, or why it is good for them.

Use of video

In the early days of the internet, bandwidth speeds were such that text was the only content 
that could realistically be shared. Compression techniques, distribution methods and bandwidth 
increases have made video a realistic content option in many contexts. But if, as Anderson 
and Dron (2011) suggest, ‘technology sets the beat and creates the music, while the pedagogy 
defines the moves’ then we need to take care not only that the music can be heard (i.e. that the 
infrastructure is suitable) but that the music doesn’t drown out or dominate the intention of the 
teacher or course designer. In the following section we will look at a number of key features 
of video in online learning: its efficacy in filling gaps in knowledge of technology that partici-
pants may have; its facility in generating and supporting group cohesion; its utility for course 
developers in managing time needed for input and for designers in creating input from every-
day trainer/trainee output; its ability to bring the classroom into the online course and thereby 
reduce the distance between theory and practice, between the trainer supporting learning in the 
course and the participants learning in their classrooms.

One of the early stumbling blocks for many wanting to start learning online is their famili-
arity with the technology. As the futurist William Gibson put it, ‘The future is here, it’s just 
not evenly distributed’. Thus, while many participants may have heard of a ‘forum’, ‘wiki’ or 
‘webinar’, fewer are likely to feel confident using them. In this regard, videos can be very effec-
tive instructional methods, giving demonstrations of how these tools are used, in the course. 
Such videos may be provided as course resources to be viewed when needed or can be incor-
porated into the course content, such that participants can share their experiences or their 
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recommendations, posting their thoughts after viewing a video, or, as will be discussed later in 
this section, participant feedback may become part of the video itself.

Another early obstacle to participant engagement, and to longer-term learning, is the devel-
opment of a group cohesiveness. Video allows the content designer to introduce the participants 
to the tutor and to each other, creating a sense of physical presence and familiarity online. It 
may be much easier to limit the tutor presence to text, but incorporating videos involving the 
tutor brings them closer and increases the sense of the tutor presence in the course – particularly 
important when a course may be delivered by a different tutor each iteration.

With the wealth of materials available online it can be tempting to link out to videos avail-
able elsewhere. These may be very effective, in terms of the authority of the person speaking 
(e.g. Hertzberg on Hygiene factors of motivation13), because of the production qualities of the 
video (e.g. Ken Robinson on TED14), or because of the specific methods being used to commu-
nicate information (e.g. RSA animate15). But, tools such as Camtasia16 – which will be discussed 
later in this section in more detail – make it very quick and simple for the tutor to create content 
tailored to the course. Similarly, the ubiquity of video cameras on phones, tablets and laptops 
make it easier than ever before for the tutor to quickly record a response to a comment rather 
than typing it, making his or her response all the more immediate and potentially impactful. 
This also holds true for participants. While text responses may be quicker, video can be used 
to convey more information (e.g. about attitude) or to include more information (e.g. through 
visuals). Encouraging participants to post video responses rather than defaulting to text can be 
especially useful in the initial stages of a course, with those new to online study and with those 
widely separated by geographic distance.

Videos offer a number of tools to allow both the course developer and the participant to 
manage time effectively. For a course designer, video can allow input to be packaged into 
extremely short, dense and quite complex blocks, because images and animations can show 
or demonstrate more in a shorter amount of time than text. Videos can be quite short because 
those watching them can make them ‘longer’ by re-watching sections, or by slowing them down 
to examine parts in more detail, to ease cognitive load and increase processing time.

Many teacher educators will find that they have already created much of the material they 
need to construct a video. For example, a demonstration of how to give feedback on a text can 
be given much more effectively by videoing a tutor talk through that text, highlighting or anno-
tating it as they go. This can be done on a computer, using a word-processing document and 
the annotation or review features, or on a tablet, using a PDF viewer and stylus. In each case the 
teacher would use screencast software such as Camtasia or Adobe Captivate on the computer, 
and Explain Everything17 on the tablet, to capture a video of this. Tutorials of how to use such 
tools are available freely online (e.g. teachertrainingvideos.com18).

Similarly, with increasing availability of interactive whiteboards and data projectors in class 
more teachers are creating PowerPoints to deliver content more visually to the class. With 
screencast software such materials can easily be turned into videos. In this way, teachers can share 
classroom content with others in their online course, narrating what they would say with each 
slide or animated object. This allows the teacher to bring their class, and their classroom content, 
into the online course. Similarly, teachers may record their actual classes, using either video or 
audio, and then upload the results for the participants of their online course to view and com-
ment on. Those doing so will need to be aware of laws regarding student privacy, obtaining the 
necessary permissions and being sensitive to how the video is to be used/shared. However, an 
increasing number of teacher training programmes are using videos of classroom instruction. 
A large-scale example of this is the work done by Doug Lemov with Uncommon schools, pre-
sented in his book Teach Like a Champion, and available online at teachlikeachampion.com.19  
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Footage of teachers in class forms the basis of most of the videos available on the website 
teachingchannel.org.20 Both of these examples are making use of the ‘thick slices’ of classroom 
life that video offers. In their literature review of ‘The Role of video in teacher professional 
development’, Marsh and Mitchell (2014) cite one of the main advantages of video as its abil-
ity to provide dense, detailed representations of complex topics that are nevertheless accessible 
because of their concrete exemplification. Viewers can not only see what is being explained, but 
can review it, seeing more each time they watch. The developments in 360° video and audio 
capture will only extend this potential.

As the availability and use of video online has expanded, so have the number and variety of 
tools for interacting with that video increased. The aim of these tools generally is to increase the 
depth of engagement that participants have with the video. At the cheapest and simplest end of 
the spectrum of tools, Edpuzzle21 allows tutors to add questions to a video, which can be shared 
with students for work outside class, or assigned to them as part of a course. Offering more 
tools, albeit for more money, Voicethread22 allows participants to interact with a video, adding 
comments with text or video, annotating the images as you speak (with mouse or stylus). In 
this way participants can post questions, make suggestions, compare their reactions and reflec-
tions to those of others. This can make for a very rich input experience, with layers of responses 
as people coming later see the posts of those who have viewed earlier, responding and adding 
their own contribution. This has all the advantages of text-based forums for participants who 
are unsure of themselves (e.g. due to language level) – time for reflection and research – while 
offering a more immersive, media rich input. The NILE online courses make use of a purpose-
built add-in for Moodle called VideoQuandA, which sits some way between EdPuzzle and 
Voicethread, allowing tutors to incorporate text questions into the videos they have uploaded, 
and participants to respond or post questions of their own. This tool is presented and discussed 
by Kiddle on the ViLTE website.23

As discussed by Gardner and Edge in ‘Why be a learner online’ (in England, 2012) the dif-
ficulty of such learning may lie in teachers transferring new ideas and techniques to their own 
context. Online learning allows teachers to extend the application of theory into their classroom 
and get immediate feedback. Video allows teachers to record this exploration and to discuss it 
with others, be that in the form of feedback on teaching techniques or in analysing classroom 
dynamics. In the latter area software/platforms such as Veo24 are being developed to facilitate 
such conversations. Veo allows a teacher to tag a video of their classroom they have recorded, for 
example to highlight all the instances they can see of teacher talking time. They can then review 
this – adding a commentary – and either share this with a tutor/other participants, or compare 
their review to that done with the same video by others. As Sherin and Dyer (2017) explain, one 
of the key functions of such technology is helping teachers not just to understand the ‘What’ is 
happening in the classroom, but to understand the ‘Why’.

Brainstorming: Padlet; community wall; chatrooms

Communication and critical thinking are often more effective and efficient when we can use 
tools to offload some of the cognitive strain, to reduce the number of things that we’re trying 
to keep track of (Sweller, 1994). The more complex the goal we’re trying to achieve, the more 
we need to make use of tools – e.g. notes, mind maps, charts – and the more tools we may need 
to make use of.

One advantage of using these tools online is that they allow for almost instantaneous con-
sultation and collaboration. In class, participants may struggle to come up with ideas, and only 
start to progress towards their own ideas once they hear the results of others’ thinking, at the 
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feedback stage. Online, they can view what others are posting, or have posted. The designer can 
link to previous iterations of such activities, to spark ideas or encourage comparison, analysis and 
evaluation. Using a central virtual space, such as Padlet25 a course designer can link to multiple 
documents, which participants can work through sequentially, or skip between as their interest, 
level or purpose dictates. Incorporating a collaborative text tool, such as Google Docs,26 within 
the Padlet then allows participants to see the reactions/reflections of others and to compare 
these to their own. Such tools also allow the tutor a central point from which to monitor all 
interaction and respond where necessary. This in turn allows for differentiation:

• of support and scaffolding provided
• of time allowed and sequence/recycling
• of level of challenge and extension activities
• of role within the group

In NILE Online courses, much of the differentiation is left up to the tutor, with the courses 
designed to provide opportunities for tutor interaction with participants in a variety of ways. 
This in turn reflects the ethos of NILE that ‘we teach participants, not courses’: focusing on tai-
loring the content to participant needs. When creating online courses, it is vital for organisations 
to consider what their overarching aims and principles are, ensuring that the tools they use and 
the ways in which they use them reflect these.

Assessment: collaboration; grading; multimodality

We now turn from issues of content and interaction to the measurement of teacher competence 
in online language teacher education. A review of such programmes by Murray (2013) includ-
ing case studies of 18 institutions, found a wide range of formative and summative assessment 
procedures and instruments in use, depending on the aims of the program. These included: a 
thesis or research portfolio, written assignments, examinations, participation in online discus-
sion forums, participation in synchronous videoconference classes, f2f practicums (i.e. observed 
or video-recorded f2f teaching practice), internships (in one case study only), observations of 
video-recorded classes taught by experienced teachers, reflective journals and blogs, case studies, 
action research projects and action plans, and online quizzes and tests. Clearly, this breadth of 
options in assessment in teacher education programmes online shows how the affordances are 
already being explored and exploited – in particular, in the areas of collaboration, multimodality, 
and observation of teaching practice.

Collaborative submissions, where two or more course participants work on an assessed prod-
uct together – whilst common in face-to-face situations (and a regular feature of unassessed 
activities in online teacher development programmes) were not commonly incorporated into 
assessment practices in a survey of online language teacher education providers (Hockly et al., 
2016). This was reported as largely due to specific limitations and issues: the difficulty of measur-
ing the output of individual participants, ownership of the product and more. Assessed collabo-
rations which did exist included group project work, collaborative responses to assessed forum 
tasks, joint literature reviews, materials development projects and joint presentations. Approaches 
to address this in NILE Online courses include clear guidelines – defining roles, research neces-
sary and how output could be shared – and self-reflection tasks following the assessment to add 
a formative, learner-training element to support the idea of collaborative assessment.

Multimodality in assessment practices closely mirrors the affordances of content and interac-
tion on language teacher education programmes. Allowing a wider choice over the form that 
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submission takes (e.g. using video instead of text) not only enables the teacher to bring more of 
their context and classroom into the assessment, but also embraces the diversity and the strengths 
of those being assessed. Online assessment submissions for the pilot of a new in-service teaching 
qualification, for example, included the options of video or audio recordings, peer observation 
forms, student feedback forms, and self-evaluation forms as data to support reflective teacher 
development.

Perhaps the elephant in the room in terms of assessment in online teacher education pro-
grammes, is the issue of observed and evaluated teaching practice. Tools exist, as mentioned 
above, to video-record and live stream or subsequently upload teachers’ lessons, and many of 
these tools, e.g. Veo, can be used so as to allow different views of what unfolds in the classroom. 
However, in our experience, and in initial, informal reports of projects which are underway 
to explore these tools (e.g. at Cambridge English, and the work on Virtual Reality in teacher 
training (Driver, 2017)), there is still a gulf between what can be captured using these tools and 
from having a live observer in the classroom. This has significant implications for the validity and 
reliability of assessment, and while it may prove to be very effective in formative, developmental 
assessment in the near future, we feel that certificated, summative, high-stakes assessed teaching 
practice via online video still has hurdles to overcome.

Conclusion

The drivers behind increases in provision of online and blended options in language teacher edu-
cation mirror those in education generally, and language education specifically, fuelled particularly 
by pressures on governments to help language teacher education meet the demands of global 
demographic changes. Platforms, tools and approaches have developed over more than 50 years to 
lead us to a current situation where possibilities can quickly outstrip principles. In this chapter, we 
have explored what we feel to be some of the key considerations, current practices, and possible 
future developments, in provision and evaluation of language teacher education online.

The advantages are multiple, in our opinion, but must be weighed against practical realities 
within individual contexts, as well as pedagogical principles of what makes effective input, inter-
action, reflection and output in a language teacher education programme. We have no doubt 
that these programmes are here to stay, and will grow in popularity as the above challenges are 
confronted and overcome, as both pre-service and in-service teacher education increasingly 
serve a teacher population which is itself familiar and comfortable with accessing and delivering 
education in multimodal, online spaces. We also believe this future is bright, and when online 
language teacher education is designed and facilitated in a principled and practical way, teachers 
will enjoy the benefits of programmes which meet their practical, economic, geographical and 
developmental needs and desires.

Recommended reading

Dirksen, J. (2015) Design for How People Learn. London: New Riders.
 A very accessibly written book with practical examples of design considerations to optimise materials, 

courses and interfaces for how people learn. A book that you’ll refer to again and again throughout the 
designing and developing of online courses.

Dudeney, G., Hockly, N. and Pegrum, M. (2013) Digital Literacies: Research and Resources in Language Teaching. 
London: Pearson.

 This book offers an extensive introduction to the theory of digital literacies as well as practical advice 
and lesson plans for developing digital literacies with students.
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Krug, S. (2013) Don’t Make Me Think, Revisited: A Common Sense Approach to Web Usability. London: New 
Riders.

 As the title indicates this book is focused on making online content as easy to access as possible. A thin 
book with a very useful set of principles for making your courses and content as early accessible as 
possible.

Salmon, G. (2013) E-tivities: The Key to Active Online Learning. Abingdon: Routledge.
 This book contains a five-step process to build an online community within your courses, developing 

active online learning through the construction of knowledge through collaboration.
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9

‘Mind the gap’
Supporting newly qualified teachers on 

their journey from pre-service training to 
full-time employment

Nick Baguley

Introduction

Beginning to teach is generally recognised as a particularly complex stage of a teacher’s career, 
with those joining the profession often describing this period as a time when just surviving is 
the main goal.

The main focus of this chapter is to consider why the first year of teaching can be so chal-
lenging and what teacher trainers, academic managers, supervisors and mentors might do to ease 
this burden. Much of the detail within this chapter will centre around internationally recognised 
pre-service teacher training courses such as the Cambridge Assessment English Certificate in 
Teaching English to Speakers of Other Languages (CELTA) and the Trinity Teaching English 
to Speakers of Other Languages (Cert TESOL) which prepare candidates to teach English as a 
foreign language in institutions such as private language schools or on University foundation 
programmes. However, many of the ideas discussed in this chapter could equally apply to other 
teacher training qualifications preparing participants for work in other contexts such as state 
school education, which is by far the biggest sector globally.

The chapter will begin by summarising the main discussions and debates, outlined in litera-
ture and research into this area, to explain why the first year of English language teaching can be 
so demanding. In particular there will be a focus on the issues caused by the disparity between 
what newly qualified teachers experience during their pre-service training and what they then 
find when they start full-time employment. This section will explore three possible reasons 
for this disparity. First, it will identify common features of pre-service training courses that are 
designed to support candidates but which are not always replicated in the real world. Second, it 
will identify some aspects of pre-service training courses which do not always help participants 
when they enter the teaching profession. Third, it will highlight elements of effective lesson 
preparation and classroom practice that are often missing from such training programmes but 
which would be useful for participants to experience before they start full-time employment. 
This section will finish by focusing on how newly qualified teachers often develop professionally  
over the first 12 months of employment.
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The next part of the chapter will look at what can be done to deal with this disparity and 
outline three concrete solutions. First, those delivering pre-service training courses (referred to 
throughout this article as teacher trainers rather than the more widely accepted general term 
of educators) need to acknowledge from the outset that this gap exists. Second, teacher trainers 
need to consider what practical steps they can take both in terms of course design and delivery 
to help reduce this gap. Third, academic managers, supervisors and mentors need to focus on 
what can be done on school induction programmes, during probationary periods and over 
the first 12 months of employment to help bridge this gap and ensure that all newly qualified 
teachers are receiving the pastoral and pedagogic support they need to function as effectively as 
possible in the workplace.

TESOL: problems teachers often face during their first year

Researchers have put forward a variety of reasons to explain why the first year of teaching 
is often such a challenge. Veenman (1984) outlined several difficulties experienced by novice 
teachers including managing the classroom, dealing with individual differences amongst learn-
ers, coping with a lack of materials and supplies, assessing and evaluating students and motivat-
ing learners. Alexander and Galbraith (1997) focused on classroom management, teaching and 
learning, individual differences, resources and evaluation/assessment when researching how a 
group of student teachers in Queensland, Australia developed professionally in the first year of 
their career. McCann and Johannessen (2004) defined five major concerns of beginning teach-
ers as: relationships with pupils’ parents, colleagues and supervisors; workload/time manage-
ment; knowledge of subject/curriculum; evaluation/grading; and autonomy/control. Similarly, 
MacKinnon (1987) found that although initial concerns centred on relationship with pupils, 
these soon gave way to issues with classroom management, teaching materials and methods of 
instruction. Melnick and Meister (2008) conducted a study of novice teachers and reported 
that dealing with behaviour issues and the diverse needs of students, time constraints, workload 
and a lack of communication skills when dealing with difficult situations were the most com-
mon concerns. Ryan (1986) suggested that coping with busy schedules, finding materials and 
organising and sequencing lessons were the main concerns of beginner teachers. Fantilli and 
McDougall (2009) highlighted how a novice teacher is expected to adjust to working in a new 
environment, become familiar with routines, procedures and school administration. In addition 
to teaching in the classroom, responsibilities as a teacher might involve keeping a record of 
attendance and work completed, writing reports, counselling students, doing placement testing 
and covering the lessons of absent colleagues at short notice. It is possible to argue that newly 
qualified teachers ‘are expected to take on many job responsibilities which they are not yet ready 
for’ (Gun et al., 2010: 1).

Whilst acknowledging the variety of contexts referred to in the studies outlined above, a 
common theme running through much of the literature is the notion that the realities faced 
by beginner teachers in the classroom are often very different to how they perceived the edu-
cation profession to be (Inman and Marlow, 2004; Karatas and Karaman, 2013; Melnick and 
Meister, 2008; Veenman, 1984; Yuksel, 2014). According to Murshidi, Konting, Elias and Fooi, 
‘when beginning teachers enter the teaching force, they often encounter a reality shock as they 
confront the complexity of the teaching task’ (2006: 266). Sometimes this reality or transition 
shock (Corcoran, 1981) is caused by the disparity between what teachers experience during 
their pre-service training and what they find in the real world (Mann and Tang, 2012; Nahal, 
2010; Romero, 2013). Those with a good awareness of theory but little or no classroom experi-
ence will often be influenced by their own teaching experiences, beliefs and observations during 
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the initial stages of a career (Calderhead, 1991; Richards and Lockhart, 1996). These ideas and 
beliefs can change once teachers gain experience and learn to ‘develop and enrich their identity 
through reflection’ (Yuksel, 2014: 3).

Another important consideration is the high level of support often provided to candidates on 
pre-service training courses. This might be both formal and informal input from experienced 
tutors as well as oral and written feedback on lessons observed. Such courses also place con-
siderable emphasis on the need for participants to collaborate, share ideas and work effectively 
as a team. Mann and Tang (2012) and Nahal (2010) suggested that the support of colleagues is 
vital for novice teachers to feel accepted as ‘a member of the learning community’ and ‘know 
the importance of being a staff member in the school or classroom’ (Nahal, 2010: 7). Other 
researchers have highlighted the importance for novice teachers of getting practical support 
such as ‘pedagogical ideas, teaching resources and logistical knowledge’ (Karatas and Karaman, 
2013: 12). Teachers who do not receive such assistance during their first year ‘may experience 
a sense of abandonment and confusion’ (Nahal, 2010: 3) leading to a lack of clarity about their 
role and even a sense of isolation.

Alexander and Galbraith (1997) questioned the effectiveness of some pre-service teacher 
education courses characterised by inflexible models of teaching to which the novice teacher is 
expected to conform. A prescriptive and outdated model of planning, which ‘demands a linear-
ity of thinking’ (John, 2006: 483) is quite common on many pre-service courses. Yet this might 
not always fit with models used in schools, the course books and material teachers are expected 
to work from once employed and, most crucially, the needs, interests, motivation and learning 
preferences of the students within specific contexts. In addition, such frameworks, with their 
focus on lesson objectives, logical staging, procedures and the strict allocation of timings, often 
follow a linear structure and suggest quite a technical view of teaching (John, 2006). This is at 
odds with what many researchers believe effective classroom instruction to be.

On many pre-service training courses the success of a lesson ‘is often thought to depend on 
the effectiveness with which the lesson was planned’ (Richards, 2000: 103). As a result, course 
participants can spend hours producing an extremely detailed lesson plan often with consider-
able support from peers and a tutor, who will also observe the lesson and provide feedback. 
The completed lesson plan, with its focus on aims, is ‘almost like a contract between teacher 
and observer rather than teacher and students’ (Anderson, 2015: 231). There is some debate on 
the impact this has on teacher development. Liu’s (2014) case study in Taiwan highlighted the 
importance of detailed lesson planning in terms of improving teacher confidence and reducing 
anxiety. Studies show that when a newly qualified teacher feels organised and prepared, the les-
son runs smoothly and ‘students are more likely to actively participate and listen’ (Nahal, 2010: 
9). Such teachers are also concerned about negative reaction from students and maintaining a 
sense of control within the classroom. Mann and Tang (2012) noted that when classes progressed 
as newly qualified teachers had planned, they were relatively comfortable and felt that they had 
been able to implement techniques learnt during pre-service education. Once newly qualified 
teachers feel confident that students are ‘behaving and responding appropriately they will find 
better ways to present the materials for students to learn’ (Nahal, 2010: 9).

However, others feel that ‘there is a mismatch between the demands of the classroom and the 
prescriptive planning model’ (Shavelson and Stern, 1981: 477). Newly qualified teachers often 
complete their pre-service training without being exposed to a range of strategies and teach-
ing techniques that would enable them to respond or react more effectively to issues as they 
arise in the classroom (Romeo, 2013). Their desire to see a lesson progress as planned ‘covering 
the essential material well and thoroughly’ (Richards and Pennington, 1998: 186) means that 
such teachers are reluctant to trust their intuition and are often unable to move beyond what 
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has been prepared in advance. Whilst such detailed lesson plans might look good on paper the 
‘negotiated nature of learning needs to be added to the planning equation if spontaneity and 
improvisation are to be allowed’ (John, 2006: 487). The outcomes-based approach to planning 
used on many pre-service teacher training courses allows little room for participants to ‘prepare 
for and respond to the unpredictable events, relationships and learning opportunities of the les-
son itself ’ (Anderson, 2015: 229). Newly qualified teachers often graduate without ‘a repertoire 
of pedagogical routines to cope with unexpected events arising during a class’ (Mann and Tang, 
2012: 481).

In terms of planning lessons effectively researchers have drawn attention to key elements 
which are often missing from pre-service training courses. Studies conducted by Alexander and 
Galbraith (1997) concluded that participants’ priority was on being as well-organised as possible 
for individual lessons rather than considering each class as part of a series of learning events 
over time. This study also revealed that not enough attention is given on pre-service training 
courses to planning lessons that cater effectively for a wide range of student abilities. Fantilli and 
McDougall (2009) highlighted that those graduating from pre-service training courses were not 
introduced to useful concepts such as long-range planning and how to ensure that a series of les-
sons are clearly connected. There was also not enough focus on dealing with mixed ability and 
techniques for differentiation. Therefore, newly qualified teachers often find it difficult to deal 
with diversity within the classroom, which can lead to stress and a sense of feeling ill-equipped 
to engage effectively with every learner in the class.

Meyer (2004) conducted comparative case studies of novice and expert teachers and con-
cluded that the former had an ‘insufficient understanding of the importance of prior knowledge 
and its role in effective teaching’ (Karatas and Karaman, 2013: 18). Other researchers have con-
cluded that during the planning process newly qualified teachers can also struggle to anticipate 
problems of language, materials and learners and come up with possible solutions. Having failed 
to make predictions about student responses, they then ‘have problems adjusting their practice 
according to the exigencies that they encounter’ (John, 2006: 489). Perhaps most importantly of 
all given the considerable demands placed upon newly qualified teachers, pre-service training 
courses give little attention to how participants can prepare a lesson within a reasonable time 
frame.

It is unsurprising that on starting full-time employment many newly qualified teachers 
attempt to apply what they have learnt during their pre-service training course. In terms 
of lesson preparation this often leads to quite a procedural and information- based form of 
classroom instruction where teachers are comfortable if a lesson goes as planned (Karatas and 
Karaman, 2013). Romero points out that newly qualified teachers do not have ‘a well-developed, 
automised collection of teachings strategies’ (2013: 17). This argument is supported by Meyer 
(2004) who states that novice teachers depend on the lesson frameworks picked up during their 
initial training and are not especially skilled at responding, reacting or being intuitive. Hobbs 
argued that pre-service training courses focus mainly on practical teaching skills and ‘does not 
support teacher autonomy or the ability to think critically about teaching or teaching contexts’ 
(2013: 166).

How newly qualified teachers develop such skills and move away from the linear and 
transmission-based approach to lesson planning often used on pre-service training courses 
depends on several factors. The pedagogic support newly qualified teachers receive from aca-
demic managers, mentors and peers undoubtedly plays an important role. This should include 
a comprehensive induction programme and an on-going, in-house professional development 
scheme with opportunities for newly qualified teachers to plan lessons with both peers and 
experienced colleagues (Gun et al., 2010; Kidd et al., 2015). Hobbs believes that ‘few employers, 
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particularly in EFL, provide the professional development novice teachers require’ (2013: 172). 
However, for schools that do invest time and resources in such a way, the long-term benefit can 
be continuity, staff retention and financial savings (Kidd et al., 2015).

Another key component is how newly qualified teachers respond to their classroom experi-
ences throughout the first year of employment. Several researchers argue that as a teacher’s confi-
dence grows, the approach to lesson planning changes. Liu (2014) reported how an EFL teacher 
in Taiwan developed over a year from being nervous, teaching in a disorganised manner and 
spending too long preparing materials in the first year, to becoming more familiar with materials, 
taking less time to prepare and remaining calm when faced with unexpected issues in the class-
room. There is also evidence to suggest that as newly qualified teachers become more familiar 
with the working environment and as their self-esteem starts to increase due to positive feedback 
from students, peers and experienced colleagues, they are better able to reflect on the teaching 
and learning process within their context. Osterman and Kottkamp, argued that reflection means 
‘developing a greater level of self-awareness about the nature and the impact of their performance’ 
(1993: 19). Fox and Singletary (1986) stated that with continued support newly qualified teach-
ers can become flexible, self-evaluative and competent therefore developing ‘the ability to make 
informed choices’ (Hobbs, 2013: 172) that many lack on completing their pre-service training.

TESOL: supporting teachers through their first year

The importance of dealing with the issue of disparity between ‘learning to teach’ and ‘teaching 
in the real world’ cannot be underestimated. Studies have consistently shown that whatever the 
context the number of teachers leaving the profession within the first five years of their career 
continues to rise. This has a clear impact on continuity, recruitment processes, staff morale and 
the allocation of resources. Perhaps the first step is to raise trainee teachers’ awareness of how the 
training programme they enroll on is likely to differ from what they might experience when 
they start full-time teaching. Course literature, interview procedures and joining information 
needs to be clearer about what the course focuses on, what it does not provide and why. For 
example, courses such as the CELTA and Trinity Cert TESOL focus on the teaching of adult 
learners even though most graduates will be expected to teach Young Learners when they start 
work. These courses do not generally focus on how to teach large classes or complete beginners. 
Nor do they usually look at how to work with very demotivated learners or function effectively 
in very under-resourced schools. Teacher trainers could also be more explicit about why lesson 
planning documentation is so detailed on pre-service courses and acknowledge that in most 
teaching contexts it is unnecessary or impossible to replicate such an approach. In addition, 
tutors should explain that the support they provide to participants in the lesson planning process 
and the collaborative approach encouraged throughout the course, may not be so evident in the 
workplace. By being crystal clear about what each training scheme is designed to achieve and 
how some of the key components are delivered, educators could reduce any mismatch between 
product content and participant need, help manage expectations and therefore lessen the shock 
often experienced by graduates when they begin their first job.

In addition to acknowledging that this disparity exists, those working on pre-service train-
ing programmes might do more both in terms of course design and delivery to help reduce 
this gap. One option might be to ensure that the training schedule has as greater practical focus 
as possible. For example, including sessions on material light teaching, how to start and finish 
lessons in a variety of ways and techniques for extending or collapsing activities might provide 
participants with a range of useful ideas and techniques to make the lesson planning process 
more time efficient.

Supporting newly qualified teachers
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A second option might be to have lesson planning documentation, which enables partici-
pants to meet any assessed criteria but is, at the same time, less detailed and more user-friendly. 
Newly qualified teachers might then be more likely to continue using this template, which could 
include key indicators such as assumptions and timetable fit, when they start full-time employ-
ment. Indeed, tutors might even encourage participants to develop their own lesson planning pro-
forma as long as it includes all elements of the assessed course lesson planning criteria. Another 
suggestion might be a greater focus on the importance of course planning. This element is rarely 
looked at in any depth on most CELTA or Trinity Cert TESOL courses. To help rectify this it 
could be that towards the end of the course tutors give an input session on this topic before asking 
participants to work together to produce a timetable of lessons. This might help newly qualified 
teachers to move away from planning lessons in isolation and see how looking at the ‘bigger pic-
ture’ can lead to recycling, revising and providing a better sense of connection between lessons for 
students. Finally, it would seem more useful for teacher trainers to demonstrate how participants 
can evaluate, adapt and supplement published material rather than place an emphasis on designing 
lessons from scratch. It is far more common for teachers to work from published materials once 
in employment, so to exploit existing materials well would appear to be a more practical skill to 
develop than consistently expecting those on training courses to create their own material, which 
is both time-consuming and difficult to do well with limited teaching experience.

The next logical step is for employers to do more in practical terms to help bridge the gap 
between pre-service training and employment as an English language teacher. Table 9.1 sum-
marises the main differences between life on a pre-service training course such as the CELTA or 
Trinity Cert TESOL and what many teachers in a typical English language school face during 
their first year of employment.

Table 9.1 A summary of the main differences between pre-service training and full-time teaching

Course participants on a pre-service training 
course

Newly qualified teachers in their first year of 
employment

Usually teach around two hours a week Often have a workload of around 20 to 25 contact 
hours a week

Usually teach lessons of no longer than 60 
minutes

Can have classes of two hours or more

Often spend hours preparing for a lesson of 
no more than 60 minutes

Are unable to take such a time-consuming approach 
with a workload of around 20 to 25 contact hours 
a week

Often have considerable support from tutors 
and peers when preparing for a lesson

Do not always receive such structured and detailed 
support at work

Usually work with the same class for a limited 
period

Work with a class over time which often equates to 
a school term. This might be several weeks but in 
some contexts it could be an entire academic year

Often prepare lessons as ‘single events’ with 
no focus on course planning

Need to look at each lesson as part of a course 
syllabus and consider aspects such as timetable fit, 
recycling and revising

Rarely teach a lesson without any warning or 
sufficient preparation time

Are often part of a ‘standby’ rota where they might 
be asked to cover for an absent colleague with 
minimal notice/preparation time

Are not expected to assess formally the 
students they teach

Need to be familiar and comfortable with the 
assessment procedures used by the school
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From trainee to teacher: a case study

Having worked as a CELTA trainer since 1997, I have always been interested in how effectively 
pre-service training courses prepare participants for full-time employment as English language 
teachers. Since January 2008 I have been employed on a regular basis by a large private language 
school in Egypt both as a freelance CELTA tutor and a mentor for newly qualified teachers. 
As part of my recently completed MA in Professional Development for Language Education, 
I decided to investigate how three newly qualified teachers joining the school in Septem-
ber 2016 adapted to full-time employment. For the purposes of this article I shall use the names 
Mahmoud, Nour and Radwa throughout to protect the identity of the three teachers I worked 
with. This case study was conducted during the teachers’ three-month probationary period 
which consisted of two seven-week adult terms and involved the following research tools:

1. A written questionnaire to encourage the participants to reflect on their pre-service train-
ing experiences.

2. Two face-to-face interviews, one at the start and the other at the end of the research period, 
to find out how the participants were adapting to full-time employment.

3. A journal, kept by each participant for a month in the middle of the case study, to allow for 
more personal reflections.

4. The submission of example lesson plans from both the pre-service training course and 
classes delivered at the school during the probationary period.

The in-depth interviews done at the start of the research period confirmed many of the con-
cerns outlined in the table above. All three participants were extremely anxious about beginning 
full-time employment. Not only were they conscious of the demanding workload, but there was 
also the realisation that they would be teaching lessons of 150 minutes with up to 22 fee-paying 
students in a class. This was very different to their experiences on the CELTA course at the 
school where the maximum lesson length was 60 minutes and most classes contained around ten 
non-fee-paying learners all of whom appreciated that teachers were on a training programme. 
However, their anxiety about this change in context affected them in slightly different ways:

• Mahmoud admitted to being most concerned about getting through the course material 
stating that ‘I would really like to consider student needs but because of the schedule I have 

Course participants on a pre-service training 
course

Newly qualified teachers in their first year of 
employment

Often work with classes of no more than 12 
students

Might have classes of up to 25 students

Often teach a limited number of student levels Might have to teach a variety of levels
Usually teach non-fee-paying students Work with fee-paying customers who often have 

specific needs and expectations
Usually work with students who are 

generally patient, undemanding and very 
co-operative

Might have to deal with difficult situations such 
as failing students, persistent latecomers and 
customer complaints

Work with adult learners and receive little if 
any input on teaching Young Learners

Are often expected to teach classes of Young 
Learners despite having little or no training in this 
demanding area

Table 9.1 (Continued)

Supporting newly qualified teachers



132

to finish a unit every class and I find this hard to do.’ At the start of the first term he often 
started the planning process by focusing on the learning aims of the lesson rather than 
student needs. His desire to cover everything in the course book often led to issues of time 
management with Mahmoud revealing ‘I usually overrun. I hardly ever finish on time’. He 
was also worried about learner engagement so gave plenty of thought to lead-in activities, 
communicative purpose and a variety of interaction patterns ‘to prevent boredom’.

• Nour stated that her main worry on starting full-time employment at the school was ‘fear 
of running out of activities’ and not knowing how to fill the remaining class time. This 
concern stemmed largely from not wanting ‘to stand up in class with nothing. I wasn’t at 
the point where I felt so confident to deal with that.’ This led to her to preparing too many 
activities which she then tried to get through by rushing students.

• Radwa revealed that her main concern was how to be effective when teaching grammar. 
In her journal she wrote ‘I have to admit my weakest point is when I teach grammar. My 
grammar lessons are dull as I just talk a lot and don’t feel able to involve the students’.

None of these issues were addressed effectively during the school’s week-long induction pro-
gramme which the three case study participants felt lacked a practical focus. Mahmoud described 
the week as ‘just the formalities with too great a focus on the organisation and not enough peda-
gogic support’. Radwa argued that what newly qualified teachers really need is help with ‘lesson 
preparation and different activities to use in class rather than looking at facts and figures about 
the organisation’. They suggested that training sessions on planning the first class, how best to 
exploit the range of course books used at the school and where to find supplementary material 
easily would have been far more useful. They also indicated that on-going pedagogic support on 
how to prepare lessons quickly and effectively, ideas for starting and finishing a class, techniques 
for differentiation and further work on how to plan a series of lessons would have been more 
useful than some of the more theoretical training they received during the probationary period.

Having outlined the initial anxiety that existed amongst the case study participants, it is 
also important to recognise however just how quickly their confidence grew even within the 
relatively short three-month probationary period. There were several reasons for this. First, the 
teachers felt extremely supported by their mentors who were assigned to help them with peda-
gogic issues. In many ways the mentors replicated the role of a CELTA tutor making themselves 
readily available to provide advice, encouragement and practical ideas. Nour stated that her 
mentor ‘was always available’ adding that ‘whenever I run out of ideas I just ask him and that is 
super helpful’. Radwa also worked closely with her mentor who was ‘really helpful with lesson 
planning as she encouraged me to question the aim of each activity from the students’ perspec-
tive’. Second, teaching techniques and activities, often presented during regular training sessions 
by more experienced teachers, gave them additional resources to use in class. Nour and Radwa 
also commented on the value of peer collaboration with the latter stating that exchanging 
ideas and materials with colleagues meant she ‘never felt isolated’. Third, as they taught more 
lessons and developed their experience, each teacher admitted to becoming more comfortable 
within their new context. Consequently, anxiety levels dropped, their self-esteem grew and they 
appeared able to approach lesson planning in a more relaxed and reflective way. Towards the end 
of the case study Mahmoud wrote in his journal, ‘I have come to realise that as a teacher you 
should always go for the student needs first when you’re planning, then think of other things’. 
Nour commented that as her confidence improved she no longer spent hours looking for the 
‘killer activity’, preferring to find something quickly and then taking time to consider how best 
to exploit it. Radwa revealed that her initial approach was ‘to be in control for every minute of 
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the class as that was good teaching’. However, more experience and advice from her mentor had 
shown ‘that the more students are involved, it’s so much better’.

There was also evidence to suggest that each newly qualified teacher then attempted to 
address the areas that had caused so much concern at the beginning of the first term. The most 
noticeable impact was how the focus of the lesson planning process shifted from the insecurities 
of the teachers to the needs of their students. For example, in his journal Mahmoud described 
reducing the scope of lead-in activities, planning his lessons from the final fluency task back-
wards and being less concerned about covering all the course book material to ensure that 
learners had sufficient time to practise language. Nour realised that planning too many activities 
and trying to rush through them all was simply ‘a waste of time and energy’. She too became 
more selective in the second term when using course book material and tried to make better 
use of the activities she took into class. Radwa’s experiences in the first term also led her to 
being more critical of teaching material and to look for activities that encouraged her students 
to do more of the work.

In addition, there was evidence that this increased confidence led to all three teachers feeling 
better able to react to students’ needs within their lessons. Mahmoud referred to this change in 
his journal by describing an occasion when he taught a writing skills lesson, reflected afterwards 
on how he might have supported students more and then made changes before doing the same 
lesson with a different class later that day. During our second face-to face interview Nour men-
tioned how more classroom experience meant that ‘if I’ve used all my material I know what 
to do. I wouldn’t freak out’. In Radwa’s journal there was evidence to support the view that 
during the second term she planned her lessons based, in part, on students’ comments and was 
better able to make on-the-spot decisions in response to the needs of learners in class. Develop-
ing greater confidence also had an impact on the time spent planning lessons, with Nour and 
Radwa revealing that they spent considerably less time putting their lessons together during the 
second term. However, Mahmoud’s planning time doubled. His decision not to rely solely on 
the course book material but to think a lot more about the needs of his students and how he 
could address these more effectively, meant that he needed longer to prepare classes. He revealed 
that much of this time was spent considering ‘what students are going to do at every stage’ and 
visualise each step to ‘avoid undesired breaks in momentum as the result of unneeded surprises 
[sic]’.

An analysis of the research data also revealed some striking similarities amongst the case 
study participants in terms of their approach to writing lesson plans once they started full-time 
employment. It was interesting to note that none of them even attempted to use the lesson plan-
ning documentation introduced during their pre-service training. They immediately turned to a 
less detailed, more practical approach with key points written in a notebook. The evidence pro-
vided by these teachers suggested that staging, some referencing to page and exercise numbers 
and ad hoc reminders about course administration, how to transition between stages to keep 
students engaged and, on occasions, timings were considered the most important elements of a 
lesson plan to be written down. However, these notebooks contained little or no reference to 
key concepts such as overall lesson aims, stage aims, interaction patterns, anticipated problems 
and suggested solutions and procedural detail. Given the comments made by each case study 
participant about the number of hours needed to produce a written lesson plan and the per-
ceived negative impact that producing such a document had on their classroom practice this 
development is, perhaps, understandable. Radwa commented that the amount of time spent 
during her CELTA course on producing a lesson plan was unrealistic given that ‘in the real 
teaching world teachers rarely write lesson plans to that extent of details [sic]’. Nour revealed 
that having taken up to 6 hours to prepare each CELTA lesson, she then felt she ‘should stick to 
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the lesson plan no matter what, which made me sometimes overlook the needs of the students 
and move on to the next activity’.

The realisation that none of the newly qualified teachers continued with any form of written 
language research was far more surprising. This is a key component of the most pre-service train-
ing courses with candidates completing a detailed language analysis form, including anticipated 
problems and possible solutions. Nour and Radwa acknowledged that they were extremely anx-
ious about teaching grammar and during the first term language research was often the starting 
point for their lesson preparation. However, their notebooks contained very little evidence of 
scripted language analysis. Most of the reviewed lesson plan notes made no reference to what 
the target language meant, how meaning would be conveyed or checked and what aspects of 
phonology would be highlighted. There was also very limited information on the form of the 
target language.

It was also noticeable that none of the newly qualified teachers wrote any reflections in their 
notebooks on their lesson plans to help to make future classes more effective and the lesson 
planning process less time-consuming. Most newly qualified teachers at the school are time-
tabled for ‘double ups’ where they teach two classes of the same level on the same day to help 
reduce the stresses of lesson preparation. However, there was no training given during either the 
induction week or the probationary period on how to use lesson planning notes as a reflective 
tool. In addition, with no input on how to plan a series of lessons, there was little evidence to 
suggest that these teachers moved away from preparing lessons as one-off events and develop 
strategies for longer term course planning. Finally, all three case study participants mentioned 
the benefits of planning lessons at the school in terms of ready access to advice, computers and 
teaching resources, but complained how noisy the teachers’ room was and the impact this had 
on time efficient lesson planning. They argued that the provision of a quiet workspace would 
help to alleviate this problem and go some way to ensuring that teachers could focus on lesson 
planning without their thought processes being disturbed.

Although providing some useful insights, there are several limitations to this study. First, the 
study focused on only three newly qualified teachers all of whom had done their pre-service 
training course at the school with the researcher as a tutor. The study was also limited in terms 
of time as it only focused on the participants’ 12-week probationary period. In addition, the 
participants were all non-native English speakers, whilst two out of three had considerable 
English language teaching experience prior to taking the CELTA. Second, I started the data 
analysis at the end of the three-month research period rather than as an on-going process. This 
approach was taken to avoid asking the case study participants follow-up questions which might 
then have impacted on how their approach to lesson planning developed over the probation-
ary period. For example, had I queried the lack of language analysis in teachers’ lesson planning 
notebooks, they might then have included more detail in subsequent lessons plans. Third, the 
research tools did not include any lesson observations and, therefore, it was not possible to cor-
roborate the teachers’ actual use of their written lesson plans during the lessons or consider the 
impact of their approach to lesson preparation on student learning in class. Finally, there are a 
few inconsistencies between what some of the case study participants told me during the oral 
interviews and the evidence provided by them in written form. In particular, the copies of the 
lesson planning documents from both the CELTA course and teaching during the probationary 
period submitted by the case study participants do not match with what they reported during 
the oral interviews.

However, I firmly believe that this case study has the potential to form the basis of a more 
extended research project within the school. A study that involved newly qualified teachers who 
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had completed their pre-service training at other institutions might provide a more comprehen-
sive overview. A study that included native speaker teachers might offer a different insight into 
key areas such as language analysis. With participants who had considerable teaching experience 
prior to taking the CELTA, it might prove relevant to include questions during the face-to-face 
interviews to establish what impact, if any, this had on how their approach to lesson planning 
developed after the course. A longer study might also improve the depth of information pro-
vided and reveal how these teachers consolidated the initial changes made in their approach to 
lesson planning. Starting the data analysis sooner might allow the researcher to not only follow 
up on some of the more interesting information collated, but also allow any inconsistencies 
within the data to be explored with the participants immediately. Finally, incorporating lesson 
observations might enable a more detailed focus on how newly qualified teachers exploit their 
lesson plans in class and, possibly, provide scope for measuring the impact of their approach to 
lesson preparation on student learning.

Conclusion

I started working as an English language teacher in a private language school in Turkey in 
May 1992. During the first year I spent considerably more time planning lessons than teaching 
in the classroom. There were several reasons for this. First, I was determined to be an effec-
tive teacher but lacked knowledge and experience. Second, the four-week pre-service training 
course that I had completed two months prior to starting full-time employment proved insuf-
ficient preparation for life in the real world. And finally, with an extremely limited induction 
programme and virtually no pedagogic support or on-going professional development, I was left 
to get through those 12 months as best I could. For much of this period I felt isolated, lacking 
in confidence and stressed.

Over the last 26 years I have seen numerous newly qualified teachers go through a similar 
experience. However, in the school where I have worked for the last decade there is an in-
house teacher development scheme designed to support newly qualified teachers. Following an 
induction week these teachers are assigned a mentor whose role is to provide pedagogic support 
especially in the key area of lesson planning. Over the next 12 months newly qualified teachers 
attend regular input sessions and observe both peers and experienced colleagues. Even within 
the limited three-month probationary period, it was noticeable how much this support helped 
to develop the confidence of the three newly qualified teachers who participated in the case 
study. The main impact of this increase in self-esteem was that they were much better able to put 
student needs, rather than their own, at the forefront of the lesson planning process.

The findings of this research have led me to consider what more could be done on pre-
service training courses to better prepare participants for their first year of employment. If train-
ers can raise awareness of the gap between ‘learning to teach’ and ‘teaching in the real world’ 
and even reduce the disparity to some extent, newly qualified teachers might not be quite so 
anxious on starting work. In addition, if employers can provide the right kind of induction as 
well as on-going, practical professional development, newly qualified teachers are more likely 
to feel valued and supported. Inevitably, this requires time, as well as additional resources, plan-
ning and staffing. However, within the pro-active working environment created by this type of 
investment, the confidence of newly qualified teachers can grow quickly. Improved self-esteem 
appears to have a positive impact on new teacher development in terms of their approach to 
lesson planning. This can only be of benefit to the school, its newest members of staff and the 
students they teach.
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Introduction

Recent developments in ELTE pedagogy have important implications for INSET course devel-
opment and instructional design. These developments suggest a need for change, shifting our 
focus from the what or content of INSET courses, to a focus on the how we teach, making 
room for more ‘reflective’ (Wallace, 1991), ‘responsive’ (Hunter & Kiely, 2016) and ‘experiential’ 
approaches (Kolb, 1984) to ELTE pedagogy that employ reflective practices. Essentially, INSET 
requires a more democratic approach based on dialogic and collaborative inquiry that draws on 
everyone’s experiences equally (Edge, 2011; Mann & Walsh, 2017). If the main aim of INSET is 
to enable teachers to build on their knowledge and skills in order to develop, teacher educators 
need to foster an environment where genuine development can occur. This chapter provides an 
example of how this broad shift in approach to ELTE pedagogy translates into practice through 
the examination of a UK MA TESOL programme adopted as an INSET case study. The chapter 
begins with a short review of current issues in reflective practice (RP) and teacher development, 
considering how RP might best be operationalised according to current research. The chapter 
then focuses on the case study, using data from the MA programme to demonstrate how RP has 
been embedded through the use of reflective activities and tasks, tools and practices. In the final 
part of the chapter, I offer a personal discussion and evaluation of the insights drawn from the 
data and highlight ideas for developments in pedagogy.

Key issues

Reflective practice (RP) has long been an established concept in teacher education and over the 
last two decades has become increasingly dominant within the ELTE landscape. Although there 
are varying definitions and models for reflection (see, for example, Dewey, 1933; Schön, 1983), 
most conceptions of RP centre on the fact that reflection brings about a change in understand-
ing that is instigated by engaging cognitively and affectively with practical experiences with the 
view to learning and development (Brookfield, 1995; Osterman & Kottkamp, 2004). Reflection 
leads teachers to take responsibility for their practice, through the ‘recognition, examination, 
and rumination over the implications of [their] beliefs, experiences, attitudes, knowledge, and 

10

Embedding reflective practice  
in an INSET course

Teti Dragas



Embedding RP in an INSET course

139

values as well as the opportunities and constraints provided by the social conditions in which the 
teacher works’ (Zeichner & Liston, 1996: 20). Because reflection is based in practice and is drawn 
out of practice, much in alignment with (self)-development, it must begin with(in) the teacher. 
In this sense, RP seems to fit perfectly with conceptions of teacher development: placing the 
teacher at the centre as they analyse and evaluate their own practice, initiate change, and monitor 
the effects of this change (Freeman, 2002; Richards, 2008; Wallace, 1991).

However, while RP is widely accepted in INSET as the prime means for promoting profes-
sional development, a number of concerns have been highlighted, particularly in relation to how 
RP ‘gets done’ (Mann & Walsh, 2013). Importantly, reflection demands ‘not only a conscious 
awareness of the craft of practice, but also [...] an ability to articulate that knowledge’ (Osterman, 
1990: 138). In other words, there is a need for educators to create conditions in which teachers 
can explore aspects of their practice through written or spoken forms and make this knowl-
edge explicit. Teachers need to become conscious of aspects of practice that they may not have 
noticed before, and then guided to articulate what they have noticed by naming it and exploring 
it further. This process can be seen in the diagram below.

Conscious awareness of aspects of practice = noticing


Articulation of knowledge = naming, talking/writing about


Conceptual understanding = comprehending, learning
(Dragas, 2017: 233)

It is this process from awareness to articulation that leads to a reshaping of practice or a 
‘theorizing from practice’ which propels teachers’ thinking forward and supports teacher devel-
opment. However, although, it is natural for teachers to reflect at some level on their practice, 
without proper coaching and guidance, reflection can be ‘uncritical’ and closer to ‘reaction’ 
(Gün, 2011: 127), which means there is less potential to reshape knowledge and deepen the 
kinds of understanding encouraged by more critical levels of reflection. The fact that reflection 
can often be superficial or weak (Farrell, 2008) has led researchers to conclude that the process 
itself needs to be taught (Russell, 2005) and supported in a systematic way if it is to lead to 
genuine teacher growth (Korthagen & Vasalos, 2005).

Embedding RP

There are a number of supportive processes which need to be considered if RP is to be trained 
and supported in such a way that it facilitates professional development. For INSET course 
developers, these processes are summarised below in the form of tools, practices and activities 
that can help promote reflection.

One of the most popular tools for facilitating reflection is through reflective writing, which 
has been shown to have a number of benefits. Within teacher education, reflective writing is 
most often observed through the mode of diary writing or journaling and portfolios. Naturally 
autobiographical in nature, journals provide teachers with a personal biography and progres-
sional history that helps them to map their development over time. However, written modes 
such as diary writing are a very self-reflexive, individual process that is often done in isolation 
and which can lead to distortion when it comes to being able to reflect critically (Larrivee, 
2000). One way of dealing with this lack of criticality is to get critical checks provided from 
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multiple lenses, such as others’ perspectives, prompting teachers to see things differently, thus 
opening up new ways of understanding practice.

More recently, new forms of written reflection include audio, visual and online formats 
such as online blogging, collaborative forums and instant messaging, and social media applica-
tions. Some of these new modes move away from purely individual reflection and enable a 
more interactive, dialogic and collaborative review of practice that have proven to be more 
beneficial to practitioners than simply reflecting in isolation (Mann & Walsh, 2017). Dialogic 
and collaborative reflection is underpinned by socio-cultural theory (SCT), which highlights 
co-construction, interaction and mediation: new skills and knowledge are publicly derived and 
then privately internalised (Vygotsky, 1978). Dialogic, collaborative reflection (or ‘learning by 
talking’) can be done through both spoken and written modes, modes however, in order for this 
approach to be effective, it needs to be founded on trust, mutual understanding, empathy and 
listening (Dewey, 1933; Schön, 1983). When teachers feel free to express their own beliefs about 
teaching and learning without feeling constrained, judged or evaluated, it is more likely that 
real dialogue can occur (Edge, 2011); this, in turn, creates the conditions within which teacher 
development can arise (Kurtoglu-Hooton, 2010).

The importance of testing out and reviewing knowledge gained from the situated contextual 
reality of the classroom and the learners has been highlighted by socio-cultural approaches to 
teacher education (Johnson, 2009; Golombek, 2009). Contextual relevance, both in terms of 
how it informs teacher development, but also in terms of ensuring that a practitioners’ espoused 
language teaching methodology is appropriate to a local sociocultural context where teaching 
takes place is, therefore, vitally important (Holliday, 1994). Given the centrality of context to 
teaching/learning and professional development, teachers need to be provided with enough 
guided opportunities to reflect on the differences between contextual realities and how these 
might varyingly be addressed by adopting appropriate pedagogies. However, this does not dis-
count the notion that teachers may also find it useful to identify opportunities to reflect on 
practice in shared contexts with which they are all familiar. Reflection thus should ideally draw 
on varied (past) and familiar (present) contexts and be supported by both individual and col-
laborative reflection, using both written and spoken modes.

The understanding that all teaching is local (Canagarajah, 2005) means that ‘one-size-fits all 
development’ that packages knowledge without critical reflection risks being meaningless for 
teachers (Mann, 2005). Pennycook (2004) sees the teacher educator’s role as paramount in seek-
ing out and finding ‘in small moments’ the potential for a more critical perspective that moves 
teacher-learners to new spaces where development can happen. Teachers need to be encouraged 
to view knowledge through a critical but also personal lens drawing from their own experiences 
and teaching contexts in order for them to construct their own meanings. Engaging with theory 
as ‘an idea’ (Ellis, 2010) can further serve to support critical engagement; this engagement should 
move them to deepen their own understandings of (their own) practice and to develop an all-
important critical stance, which gives their teaching plausibility (Prabhu, 1990).

An INSET case study: a UK-based MA programme

The following section provides an exemplar case study to demonstrate how reflection ‘gets 
done’ by drawing on data from a UK-based MA programme. In the section below, I demon-
strate a) how reflective practice has been embedded on the programme; b) how these practices 
have helped teachers to reflect and move forward in their development. The data are taken from 
three core 10-week modules across four consecutive years. Data are taken from both written 
and spoken reflections and include analyses of both real-time data (such as audio recordings of 
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collaborative class discussions), and post ex facto data (such as individual reflective written assess-
ments and blog posts on a collaborative forum).

Context

According to a recent survey of MATESOLs worldwide (Stapleton & Shao, 2018), in 2014 there 
were over 300 programmes offered across 16 countries with the USA and UK being the dominant 
providers. Most of these programmes are ‘taught’ programmes that seek to meet the needs of the 
international ELT professional marketplace and support institutional and disciplinary employabil-
ity agendas. Seen as the standard terminal degree in the profession (TESOL International Associa-
tion, 2007), not only leads the MA TESOL to be most often associated with in-service teacher 
development (Richards, 2008), but also makes it the largest source of INSET internationally.

The MA under review here is a degree programme offered at a UK higher education (HE) 
institution. Entry requirements for the programme are an academic qualification with an accu-
mulative GPA of 3.2 or above; IELTS 7.0 or C1; at least two years full-time teaching experience 
as an ELT practitioner. The degree is divided into modules in key content areas (see Table 10.1), 
each of which is allocated credits, with the overall degree equal to 180 credits. The programme 
runs across one full year from October to October.

The reflective curriculum

The inclusion of the practical module that provided space for the teachers to teach whilst on 
the programme was an important part of a recent MA programme curriculum development 
(2013–2014). Its inclusion came about as the result of two key drivers: first, there was a desire to 
provide teachers with a shared context in which reflective inquiry could take place; second to 
form a clear ‘bridge’ between theory and practice. By including the practice module (Advanced 
Teaching Practice), teachers were enabled and supported through collaborative, dialogic and 
individual reflection, to make connections between practice and theory (reflected on in the 
Language Teaching Methodology and Second Language Development modules), which is inval-
uable to supporting their development.

Table 10.1 MA Applied Linguistics for TESOL

Core Modules Language for Teachers
Second Language Development: Perspectives for Teachers
Language Teaching Methodology
Advanced Teaching Practice: The Reflective Practitioner
Dissertation

Optional Modules Discourse, Texts and TESOL
ELT Materials Development and Evaluation
English for Specific Purposes
Evaluation and Assessment
Global Englishes
Pragmatics and the Language Classroom
Second Language Teacher Education in Practice
Teaching English for Academic Purposes
Teaching Young Learners
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Across the two key theoretical and practical modules on the programme specifically discussed 
here, a number of reflective tools and supportive practices are used which, collectively, both 
facilitate structured and systematic reflection, while providing evidence of how reflection ‘gets 
done’. Examples include:

• Reflective diary: allows teachers to record individual reflections on issues that may have arisen 
in teaching and post-class reflection sessions.

• Recordings of TP : allows self-review of teaching and provides opportunities for educators to 
create tasks and questions for the group based on video recordings. These recordings could 
be ‘clipped’ into short sections (Dragas, 2016) for focused review that is both individual and 
collaborative (in class and on an online forum).

• Observation tasks: are provided in the form of a booklet with various focused observation 
tasks which teachers are encouraged to complete when observing TP as a means of gather-
ing further ‘evidence’ for reflective review.

• Collaborative lesson planning: teachers teach sections of the lesson individually but are asked 
to plan together as a team promoting dialogic reflection and collaboration.

• Reflective collaborative discussion sessions and online discussion forums: is aimed at encouraging 
teachers to reflect as opposed to ‘giving feedback’ on practice and/or to learn from engage-
ment with theory and research.

• Reflective tasks and guided reflective questions: tasks or questions aimed at promoting teachers 
to notice aspects of practice and articulate this, which they then bring to the discussion 
sessions or write about in discussion forums.

The first example we will look at is a set of reflective guided questions and reflective prompt 
tasks aimed at guiding teachers to do RP. On the ATP module, reflective questions and tasks 
follow teaching practice (TP) where teachers have either just taught a lesson or have been 
observers. In the short time that directly follows TP – which in many contexts is where ‘hot 
feedback’ is done (Bailey, 2006) – the teacher educator acts as a facilitator or mentor, rather than 
an expert or evaluator (Chamberlin, 2000), using the immediate post-lesson time to draw out 
key areas of focus from the lesson that can be used for more exploratory and critical reflection. 
The supervisor then builds upon these insights to write up a number of guided questions and 
tasks aimed at supporting teachers to do RP, that prompt both individual and collaborative 
reflection and draw on the use of a variety of reflective tools. These guided questions and tasks 
are then posted on the discussion forum on the VLE and work in collaboration with recordings 
of TP in order to enable reflective post-lesson review. Extract 10.1 is an example: the key area 
of focus was around post-activity ‘feedback’ though there were further tasks on this document 
which I have not included.

Extract 10.1 Post-lesson reflection

1. Tasks and feedback

Think back to specific lessons (including this one and others on the module and from your 
own practice) and reflect on the following questions. You can/should refer to literature 
where relevant to further reflect on and explore areas of interest.

• To what extent do you plan activities and feedback together?
• To what extent do you plan the timing of each of these?
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• Do you always need feedback after a task?
• What kind of feedback do you plan? Does it follow the same pattern (e.g. open 

class? Ss-ss? Peer feedback? Student-centred?)
• What kinds of methods of giving feedback have you used/can you think of? (This 

was brought up in a previous reflective task)
• What should you give feedback on? How might this be different for skills based on 

language-based work?
• Does/should correction (always) have a place in feedback?
• What makes a successful task and feedback?
• When do you stop the task? (i.e. when the designated planning time is up? When 

the ss have finished? Other?) What should you take into consideration here?

Productive task and student language:

The specific language focus in this lesson was adjectives and modifiers and their use. In one 
of the later productive tasks, listening in to a few students, I picked up the following use of 
language. Students were clearly using the target language. 

What do you notice about their language use? What could have been done to exploit 
this more in the lesson at the practice or ‘authentic use’ stage? What about correction?

To what extent do you notice/collect at monitoring stages student language? What do 
you do to exploit it?

The document begins with a clear title ‘post-lesson reflection’ which is deliberately designed 
to move teachers away from the all-too-often ingrained expectation of post-lesson supervisory 
feedback and to remind them that instead they are ‘doing RP’. The instructions are there to 
reinforce how ‘doing RP’ should be approached (which has also been supported throughout by 
module aims, introductions, supervisory approaches and verbal instruction and modelling), and 
there is a clear guide for teachers to draw on their own experiences and practice as well as to get 
ideas from the literature. Both focused areas – here, ‘Tasks + Feedback’ – are accompanied by a 
number of prompt questions which do not focus on one singular event or moment (from TP). 
Importantly, the questions are not meant to be answered one by one, nor should they necessarily 
all be answered: they are deliberately open-ended and exploratory serving as prompts to guide 
and support RP. The way the questions are constructed means that there is less of a focus on 

SS LANGUAGE

(S talking about Prague castle in a group of four)

“It’s absolutely fantastic place.”

“When you’re in Prague it’s absolutely essential to go to Prague castle. Yeah and it’s a really well-

maintained castle.”

“It’s a very outstanding place”

(S talking about a place in Czech Republic)

“There is very important nature”

“It’s really fantastic to wake up and see the snowy peaks”

“I think the view is breathtaking.”
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‘what you did in the lesson’ or ‘what you saw in the (particular) lesson’ but more on ‘what this 
means about practice’, in other words, supporting ‘reflection’ not ‘reaction’.

In Extract 10.2, we see an example of a discussion post written by one of the teachers on 
the collaborative discussion board. The writer, Susan, is a mature UK national who has had 
three years’ teaching experience prior to beginning the MA. She began the module, referring to 
herself as a ‘a baby teacher’, but during the course of the module, grew in confidence, later refer-
ring to herself as having reached ‘adolescence’. In the following example, Susan uses the prompt 
questions on feedback as a means for individual reflection on her own practice, an area that was 
clearly important to her development. The questions prompted her to look through her diary – 
another tool which is used on the module and is meant for noting individual reflections – and 
also to re-evaluate her teaching in light of thinking about this topic further.

Extract 10.2

I’ve just looked through my reflection diary, and ‘feedback’ comes up a lot!! This is clearly 
an area I need to focus on.

In this lesson, I failed to provide effective feedback for my activity. I’ve been trying to 
work out why this happened (and happens regularly).

Maybe there are a few reasons:

• Not having anything to feed back on. I don’t have good methods for collecting 
information from students. In speaking tasks, sometimes I can’t hear what students 
are saying, and when I do, I don’t record it, so I can’t remember the language they 
have used.

• Lack of planning – I have never considered feedback as an integral part of an activ-
ity. The word ‘feedback’ may appear on a lesson plan, but it is almost there to tick 
a box (“ah yes, I have included feedback”), with no thought behind it, or commit-
ment to do it properly. Each activity should maybe have three elements: instruc-
tions, the task and feedback.

• Lack of clarity about the purpose of feedback – I need to be clearer as to what 
I want to achieve in the feedback section – what are we feeding back on? I guess 
this should relate to the aim of the activity. So maybe there should be an additional 
element in the activity plan – identify aim of the activity.

• Fear – for some reason I’m fearful! Why?

So, what can be learnt from this?

1. I would like to study “feedback” more to identify a range of methods that can be 
used – the subject of future posts?

2. It may be useful to take take a few activities in a lesson and try planning the four 
elements – aim, instructions, task and feedback. I don’t have much opportunity to 
practise in a real class, but this would serve to practise planning.

3. Try and focus on this in our lesson on 8 December.

An analysis of Susan’s reflections reveals how she is beginning to become more conscious of feed-
back in her practice: as she comments, she clearly ‘needs to focus on feedback’ as it ‘comes up a lot’. 
The prompt questions led her to go back to other reflective tools – in this case the diary – and to 
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become aware and notice feedback this as an aspect she hadn’t thought about deeply before. Her 
post evidences both the noticing and articulation of this aspect of her practice and in identifying 
possible future directions she is learning to find solutions to ‘problems’ with her teaching; impor-
tantly, she shows that the process has helped her to do this autonomously. For example, she is able to 
identify that in her previous practice she did not really understand the purpose of feedback and/or 
plan for it accordingly. She describes doing feedback as ‘a tick box’ but without really understand-
ing what she wanted to achieve and how it linked to aims. The reflections she makes are still at the 
exploratory stage for her, but as she has posted this on the collaborative forum, she shows she is 
willing to share and ask for others’ ideas and reflections. She also clearly notes that she would like to 
‘study feedback in order to identify a range of methods that can be used’ and invites others (though 
tentatively) to help: ‘the subject of future posts’. Finally, she also identifies the need to put some 
of the ideas she collects into practice into her next lesson so that she can reflect on developments.

Reflection here, though clearly present, could still be seen as being more focused on techni-
cal aspects of practice, and therefore be construed as less critical. However, one of the important 
aspects of teaching or supporting RP is that teachers are given time to do RP systematically 
using multiple tools and processes which move them along a trajectory that prompts change 
and ‘growth’. Extract 10.3 is taken from Susan’s summative reflective assignment, submitted a 
couple of months after the module had finished, providing us with some evidence of this. The 
assignment is designed to encourage teachers to reflect through different lenses – self, peer, 
teacher, literature (Brookfield, 1995) – thus prompting teachers to consolidate learning from all 
the reflective activities that took place throughout the module. This extract provides evidence of 
Susan’s developmental journey as she returns to the discussion of corrective feedback. It is also a 
good example of how her development was supported by doing RP; she describes how she has 
interacted with the varied reflective tools and reflective practices that were available to her on 
the module and has documented these throughout the extract.

Extract 10.3

Reflecting on our discussion about corrective feedback in a reflective session, my personal 
belief in the value of feedback has strengthened. I can see that I need to try to create an 
atmosphere where students feel comfortable experimenting with language. I would also 
like to improve my decision-making skills so that I know better when to provide feedback, 
how to do it effectively and what to give feedback on.

On viewing the recording, I have observed that I made some attempts to monitor the 
students but didn’t keep any records. This meant that the feedback I did do focused on 
content only, missing the point of the lesson. It also couldn’t be heard by all the students. 
Consequently, my attempt was of negligible value.

Reflecting on this, I identified a number a problems. First despite including feedback on 
the lesson plan, I didn’t plan what to give feedback on and how to do it. Second I didn’t 
have the means to be able to collect information on language points. Finally, I failed to 
appreciate the importance of this part of the lesson and on the day, almost gave up.

This led me to identify a number of planning solutions. From a lesson perspective, feed-
back needs to be given a more prominent place. For activities, a four-stage planning process 
(task aim, instructions, task and feedback) would ensure feedback is included. Finally, plan-
ning how to record evidence to feedback is essential. I was able to test these solutions on 
8 December where I applied the four-stage planning model for the activity and ensured 
that I had paper with me to record language during the lesson. The result was positive, and 
I noticed a change in my own sense of self-efficacy, feeling more like a teacher.
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As we can see, we can map a reflective trajectory that begins with a ‘personal belief ’ and ends with 
‘a change’ in Susan’s own self of ‘self-efficacy’, leading to a gain in confidence and further solidify-
ing her identity as a teacher. This reflective trajectory is supported by a number of reflective tools 
that in turn help her to ‘do’ reflection and consequently, allow us to map the development of her 
thinking. Susan first refers to the collaborative discussion session, where feedback on teaching had 
clearly been discussed with the group. Discussion with the group gave her the confidence in her 
own beliefs, strengthening them, which in turn led her to explore further how these are played 
out in her practice. Here, video self-review (Tripp & Rich, 2012) allows her to do this efficiently 
both through a critical and personal lens, drawing from her own teaching context to construct new 
meanings. As a result of watching herself back, she is able to reflect on and identify ‘problems’ with 
her practice and importantly, is able to come to clear realisations as to why these happened. The final 
stage in this process reveals Susan’s return to practice: having come up with ‘solutions’ that she is able 
to ‘test out’ in future lessons. It is here where she shows the kind of ‘change’ or ‘growth competence’ 
(Korthagen & Vasalos, 2005) that she has been able to achieve through systematic reflection.

In Extract 10.4 we have an example of a collaborative and dialogic in-class task. In this 
instance it is taken from the Language Teaching Methodology module, which begins with reflec-
tion on research or ‘theory’. In this session, the pre-class task asked teachers to read four key 
papers and summarise for themselves key points of interest. Once in class, they were put 
into groups (that had been self-selected and named according to their own self-designated 
group personas) and asked to draw on their individual summaries and work together to 
complete an in-class collaborative writing task made available through an online platform 
which allowed teachers to write on the document simultaneously. The topic was focused 
on method and post-method debates, centring on the question: ‘Are you a method-ist or a 
post-methodist?’ Teachers were navigated to the online document and given the instructions 
shown in Extract 10.4.

Extract 10.4 Method and postmethod

In today’s class, we are going to create a collaborative working document based on our 
reading of the four articles assigned for this week. Our aim, by the end of the class, is to 
understand what we mean by method and postmethod and to determine what this might 
mean for us as practising language teachers. You can then write a post on the blog – ARE 
YOU A METHOD-IST OR A POST-METHODIST?

To remind you of your groups:

Panda Lovers: Carla, Meilin: Prabhu (1990)
Behind the Mask: Fiona and Daisy: Kumaravadivelu (2002)
Caring Sharers: Gina, Janette and Susan: Bell (2007)
Four-eyed Chimera: Neil: Canagarajah (2005)

The class will be led like this:

1. In your groups and using your notes, draw out some salient quotes and key points  
about your article. Write them on this document in the relevant section.

2. Look at each other’s sections and get an idea.
3. Write some questions in the ‘questions section’ about other people’s papers.
4. Going back to your original group – answer the questions for the class in an open 

discussion.
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Overall

What have we learnt about method and post method?
Collaborate and write some points in the conclusion section.

The teachers used their pre-prepared notes from their reading and worked together to com-
plete the summaries, discussing and reviewing the literature and evaluating the ideas and 
principles in the light of their own practice and understandings. In the process of negotiating 
what to write, teachers were able to review and grapple with ideas in the articles they read, 
drawing on their own experience and knowledge and reformulating it in order to make it 
accessible to the group. Teachers were self-sufficient and highly engaged during the session 
and were deeply involved in their discussions and writing which allowed me to move away 
from the position of expert who was teaching them about theory. Instead, I was able to listen 
and engage in their co-construction of what these ‘ideas’ or ‘theories’ meant to them and their 
practice. In this way I was able to actively listen and facilitate the discussion where appropriate 
and as Pennycook (2004) notes above, use prompts to move teachers to more critical engage-
ment when needed. On the whole, however, the task itself did this for me: teachers were able 
to negotiate meaning themselves and this was evident in the questions they wrote as a result 
of discussing and writing their summaries, which were prompted by the instructions on the 
document at the end of each section. When the summaries were complete, it was these group 
questions that formed the basis for a collaborative whole class discussion, where teachers were 
able to explore ideas together and relate them to their own practice. For example, Extract 10.5  
shows the questions generated by a group who had summarised Prabhu’s well-known paper 
‘There is no best method – why?’ (1990):

Extract 10.5

Does ‘sense of plausibility’ mean engagement with teaching? Is he then saying that engaged 
teachers are good teachers? I don’t think anyone would argue with that. What more has he 
to add!? Does this mean that each teacher has his/her own method? How do we ensure 
quality?

In the ensuing open class discussions, teachers were able to draw on their own experiences and 
examine their principles in the light of what they had read. The final question here ‘how do we 
ensure quality?’ shows that the teachers are reflecting on the concepts more deeply and trying 
to make the all-important connection from theory to practice. The fact that they were able to 
explore these concepts through discussion helped them to ‘learn by talking’ (i.e. dialogic reflec-
tion), enabling the kind of dialogic, collaborative reflection that helps to promote teacher learning.

Following the class, teachers were further encouraged to reflect and continue the discussion 
on the collaborative discussion forum. This provided a platform for individual reflection and 
allowed teachers to process knowledge for themselves: a movement from the ‘public’ to the 
‘private’ under SCT theory. Extract 10.6 is a post by one of the teachers called Daisy, who was 
from China, reflecting further on the topic on the discussion blog.

Extract 10.6 Method? Postmethod?

There are always many ideas coming into my mind every time when we have methodol-
ogy class, but I felt extremely inspired by the lecture given on Thursday. I have graduated 
and been teaching for nine years, and I was not major in teaching nor having huge theo-
retic systems to support my teaching. I still remember that I got my teacher’s qualification 
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through largely memorizing important contents of the textbooks and having an unskilful 
demo class in front of a number of professors. During my teaching career, I had many 
in-house trainings as well as a short TEFL course. My so-called ‘teaching methods’ were 
actually compressed information from the training or consisted of instant knowledge which 
may involve commercial and institutional purposes and then I put it into practice.

Perhaps I have created my own methods that work in my classroom which I was not 
aware of. However, I am very confused of what I have been doing and I have a strong sense 
of lost with all what happened. Kumaravadivelu (2002) mentions in his antimethod that 
teacher develop their own system during they teaching and they weight sequence of activi-
ties which is not necessarily related to any methods. There were many times I had terrible 
lessons and good ones, however I think it is the those lessons that make me, on one hand, 
rely on my intuitive ability and experiential knowledge, and on the other hand, feel I am 
hanging nowhere because I do not have something to support what I have been doing.

I think I know a bit why I am here studying, but I am still looking for more answers to 
help myself understand, and I see now it is not a personal issue and this happens to many 
teachers. What are methods? Are there ways that we get rid of methods? Do we have better 
solutions to deal with methods? What do I mean “something” to support me? Methods or 
theories?

This extract shows the impact that the collaborative discussion (dialogic reflection) had on this 
teacher personally. She makes a point in saying she ‘felt extremely inspired’ by the class (she calls it 
a lecture) and it prompts her to reflect on her own teaching and learning experiences as a teacher 
in a storied, narrative form (Golombek, 2009). On reflecting on her development, she acknowl-
edges her lack of theoretical knowledge, identifying that she did not have a foundation on which 
to ‘support’ her teaching and brings up the example of how she ‘memorizes important content 
from textbooks’ in order to demonstrate her learning. Here, Daisy shows she is becoming meta-
cognitively aware of how the way she learns teaching affects her practice; and through the reflec-
tion and narration of her experience she tries to come out the other side and make sense of it. In 
re-evaluating her experiences, she begins to ‘think’ but is still grappling with more questions, and 
these questions centre on how to bridge the gap between theory and practice: ‘what do I mean 
I need something to support me? Methods? Theories?’. Despite not arriving at definitive answers, 
she has shown that she has begun to internalise these questions for herself, and as this has mapped 
a change in her thinking, it has also provided us with evidence of her development as a teacher.

Finally, it is worth noting that, as we have seen with Susan’s extracts above, Daisy’s final reflec-
tive assignment for this module documents the shift in the way she approaches learning to teach: 
from learning about teaching to learning to teach and to explore teaching by doing RP.

Extract 10.7

Reflecting on my past practice and also reading, I have been able to see who I was as 
a teacher, all my weaknesses and mistakes, and moreover, I have built my own opinions 
towards teaching and learning. The curiosity I did not have in the past has now started 
to grow. This is just the beginning of my career, not only as a teacher, but as a reflective 
practitioner.

In Extract 10.7, Daisy’s final sentence reinforces the fact that she has found value in doing and 
being taught ‘to do RP’ and as a result she will continue to use it as an integral tool in her future 
development.
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The final extract in this section (Extract 10.8) provides a few examples of written reflection 
in which Simon, a teacher with five years’ experience who had been living and working in 
Korea prior to starting the MA, evaluates his teaching in the light of the learning and reflection 
he has done across the Methodology module. The assignment supported the reflective process 
as it asked teachers to write a letter addressed to the tutors in which they needed to evaluate 
their own previous practice as a teacher in the light of reading and reflective discussions on the 
module and then discuss possible methodological changes in their future practice. Teachers were 
asked to draw on any aspect of the module and reading they felt was important and that reflected 
this shift in thinking. Moreover, the fact that the letter was addressed to the tutors allowed them 
to write about their learning in a more personal way, which explicitly tapped into their beliefs 
and thus better supported RP. In this extract, Simon writes about some of the key ideas that 
helped him to re-evaluate his practice and develop over the course of the module.

Extract 10.8

I realise now that as the teacher I have the opportunity to create a classroom culture which 
fits with my preferred method of teaching. I would therefore like to look at ways of creating 
that culture, and using reflective practice effectively in whatever context I find myself in. 
I find it exciting that we don’t have to be controlled by our context. We can form and grow 
our context by the way we teach and treat the students, and by using techniques and activi-
ties which can be put into play to create positive cultures. […] This course is helping me to 
acquire the knowledge and tools to enable me to be more critical and create and modify 
activities to make them more cognitively effective. […] Prabhu emphasises the need for 
‘submitting one’s theory to an operational test, and sustaining or modifying it in the light of 
outcomes.’ (1992:239) For me, reflective practice provides a starting point for this analysis.

Simon’s reflections, much like Daisy’s above, place reflection at the heart of his development as 
a teacher during the module. He recognises that ‘the course’ is providing him with ‘knowledge 
and tools’ that are enabling him to be ‘more critical’ and ultimately, more reflective. Interestingly, 
he makes a point of discussing ‘culture’ and context, which he has learnt to think about differ-
ently in the light of reflection. This is evident in the fact that he says he ‘realises’ that he is the 
person that can help to create a ‘classroom culture’, showing that he has become more aware 
of his own agency in the act of teaching. Crucially, he also realises that reflection starts with(in) 
the teacher who is the one that ultimately needs to ‘test’ theories and put them into practice, or 
the other way around.

Reflecting on reflective practice: a view from the ‘outside’

The final section draws on data from an elective module on ELTE which was aimed at teachers 
who had an interest in teacher training and education and looks specifically at how teachers expe-
rienced reflection, as well as critically analysing the approach to instruction ‘from the outside’. 
The module very much continued the approach taken in the Methodology module in terms of 
fostering a collaborative, critical and dialogic environment from which to explore ELTE and was 
taught solely by me to a small group of students. Building on the relationship and established trust 
I had gained as a result of teaching on the modules above, teachers allowed me to audio record 
the sessions from which I draw my data. Over the course of the module we looked at key areas 
in ELTE which included approaches to ELTE pedagogy. In one particular session we focused 
on exploring the reflective approach to ELTE and, as a way of engaging with the literature, we  
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took the ATP module as a case study that we could evaluate and review in the light of our read-
ing. What is noteworthy is that teachers moved between the positions of ‘insider’ and ‘outsider’ 
in their evaluation, operating as teachers who had directly experienced the approach the module 
was aiming to foster, and as future teacher trainers or curriculum reviewers who were evaluating 
the approach from outside the experience. The extracts in this section are taken from discussions 
in this session. Extract 10.9 shows the second part of the task, which gives the instructions for 
the session:

Extract 10.9 Pre-class preparatory task 2

We are going to use the ATP module as case study in thinking about reflective practice. 
Drawing on this week’s reading and your table of principles (above):

To what extent does this module reflect the principles and approaches/tools that you 
have read about and identified in the reflective model?

• Make some notes drawing on at least three examples evaluating the module against 
these principles. (Think about input, course design, supervisory roles, tools, proce-
dures, modes of inquiry).

• You can also draw on your own experience as a teacher in this process but also 
reflect on how this helps you to look at the module now as a teacher trainer.

The session involves four teachers and begins with definitions of RP in the literature but 
quickly moves towards teachers’ own definitions and understandings of RP, which are drawn 
from their own experiences. In Extract 10.10, we observe Fiona, a teacher with two years’ ELT 
experience and four as an English teacher in the British secondary school education system, 
talking about former experiences of reflective practice, in a previous teacher education pro-
gramme, the Postgraduate Certificate in Education (PGCE).

Extract 10.10

I think I have a not very good view of being reflective because I was very much PGCE 
forced (.) very very forced. It’s ridiculous. They took (…) They took reflective and reflective 
feedback to such an extreme that many of us were in tears. I was continuously criticised 
(.) and I got to the point where, I think I’ve said before (…) I wanted to know positives 
(…) I used to argue the case that we always tell students the shit sandwich … I’d be told, 
well your timing is all wrong. And I’d be like: Where’s the shit sandwich? What’s going on? 
Where’s my positive? I became so critical of myself.

Analysing Fiona’s response to her experience of what she initially understood as ‘reflection’ or 
‘reflective feedback’, leads to a number of key observations. First we can infer that the approach 
to supervision taken on the programme was ‘prescriptive’ rather than ‘collaborative’ (Wallace, 
1991), an approach which is far removed from fostering the kind of reflection we have dis-
cussed above. The prescriptive approach is one where the supervisor, as expert, is the authority 
who judges the lesson, who very much has a blueprint of how lessons should be taught, and 
who gives advice and does the talking (Wallace, 1991). Fiona’s experiences reflect this quite 
clearly. The supervisor’s authority and expertise are expressed through her use of the third 
person pronoun ‘they’ and the passive ‘I’d be told’, illustrating the distance she feels to them 
and highlighting positions of power. Moreover, the fact that she felt judged – ‘I was constantly 
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criticised’ – which led her both ‘to tears’ and to a situation where she became overly ‘critical 
of herself ’ meant that she was unable to reflect on and learn from her practice. For Fiona, this 
approach, from which she craved ‘positives’, led to a loss of confidence in herself, and which, in 
turn, had a detrimental rather than positive effect on her development as a teacher.

Coming back to the focus of the session, which was to explore and evaluate reflective prac-
tice, in order to explore her understanding of reflection further, I asked Fiona to compare this 
to her experience on the ATP module, which strived explicitly to foster reflection through the 
employment of a more collaborative approach to supervision, as well as through specific strate-
gies, processes and principles, many of which are discussed above. In Extract 10.11, we see in 
Fiona’s response to the question, and note how her first observation interestingly relates to her 
expectation of supervision which was based on these prior formative experiences of reflection.

Extract 10.11

Tutor: is that being reflective though? Did it feel different on ATP?
Fiona:  Yes! Yes. At first I did find it difficult for you not to question me. I sort of almost 

hankered for you to question me. To tell me… you know …

Fiona’s response here reveals how her previous experiences on the PGCE had very much influ-
enced her expectations of not only reflection, but of the role that the supervisor took in guid-
ing her development. Fiona ‘hankered’ for a response that told her what her teaching was like: 
‘tell me’. However, the fact that she says ‘at first’ shows that this response slowly changed as she 
became more familiar and comfortable with the collaborative approach to supervision which 
was adopted on the module. Here, the supervisor is no longer an authority, but more so a col-
league with whom the teacher co-shares expertise. Adopting a non-judgemental stance, the 
supervisor focuses on ‘understanding’ and ‘listening’ with the aim of developing teachers’ auton-
omy and ability to self-evaluate (Wallace, 1991).

Fiona’s need for feedback is not uncommon and is an expectation that has most likely been 
informed and influenced by the traditional supervisory cycle, which is very much a dominant 
part of the evaluation and appraisal practices that many teachers face in their working lives (Bai-
ley, 2006). In this cycle, teachers are observed by a supervisor, discuss their teaching in a feedback 
session where ‘problems’ in their practice are identified, and then act on these as a means of 
improving future practice (Bailey, 2006). However, providing the space for teachers to discuss 
their experiences of these practices through critical reflection opens up new ways of looking at 
these positions with thus disbanding some of their ‘negative’ power.

In Extract 10.12, Frank, a male teacher and mature student with 20 years’ experience reflects 
on this relationship to the supervisor. We had been talking about reflection and the importance 
of the supervisor in the process and about what it is the supervisor is really supporting. Frank, 
and other members of the group were recounting experiences of supervision, many of which 
which mirrored Fiona’s initial reflections above. Supervisors were typically seen as very much 
the ‘experts’ who would ‘tell’ you whether your lesson was ‘good’ or ‘bad’ and give you feedback 
on your practice. The extract picks up on the discussion once we had collaboratively discussed, 
shared and evaluated these roles.

Extract 10.12

Frank:  I think this very act of discussion is helpful, I think it’s healthy as well. Because 
there will sometimes be that observer teacher, supervisor or whatever positioning. 
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And if you can unpack it a little bit, talk about it a little bit, think about it, then 
I think you change your view of those kind of things and what you can poten-
tially get out of it rather than just see them as something that you’ve got to get 
through.

As we can see from the above examples of practice, on the ATP module this collaborative 
approach to supervision was further adapted and extended in order to focus teachers on 
reflection not reaction and the supervisor used various activities to support this. One such 
activity, as becomes apparent in the extracts below, left a powerful impression on the teach-
ers: it involved initially taking both the teacher and the supervisor out of the equation in 
the post-TP reflection session to allow more room for listening and reflection as opposed 
to simply reaction. Directly following TP, teachers were asked to form groups of three: two 
members were observers and the other was the teacher who had just finished teaching the 
lesson. The observers were then instructed to have a discussion, reflect on the lesson, draw-
ing out points of interest to them. During the discussion, the teacher was placed in the role 
of listener, and was not allowed to talk for the first ten–15 minutes. Instead, she had to listen 
to her peers’ perceptions, making notes if she wished, which would help to form the basis of 
her own reflection on the lesson. When Fiona is asked whether her experience of reflection 
was different on the ATP module, she responds by recalling this particular activity which she 
describes in Extract 10.13.

Extract 10.13

Sometimes if you got us in groups … that thing where we weren’t allowed to talk. If you 
had been the teacher that lesson you were not allowed to talk for a while and you had to 
let the other two discuss you basically and what happened in the lesson for a while. (.) And 
you just had to sit there and listen. Now I found that was hard. (.) That was good because 
while it was hard but it gave you an opportunity…

When she was able to talk, after the ten–15 minutes of the observer-peers discussion was over, 
there was less opportunity for Fiona to justify the lesson and the teacher’s pedagogic choices, 
freeing her from the need to answer back and defend her lesson. This, in turn, gave her an 
‘opportunity’ to see aspects of it more objectively, from the outside. In addition, the fact that the 
supervisor was also absent (though monitoring) meant there was no opportunity for Fiona to 
receive the kind of evaluative feedback she was used to: there was now a shift from judging teach-
ing performance, and whether the lesson was ‘good’ or ‘bad’, or ‘okay’, to reflecting on what was 
learnt and what it meant. This left space for the teacher to self-evaluate in the light of her own 
ideas and those of her peers, who were not there to judge her, but to discuss the lesson together.

At this juncture, a mature teacher with three years’ prior teaching experience, joins the 
discussion. Extract 10.14 gives her contribution in which she explicitly refers to the notion of 
‘training’ or teaching RP, recognising that this was vital in helping them to do it.

Extract 10.14

I think it’s hard not to do the reacting. So I think if you’re going to try and enable people 
to reflect you’ve got to give people training and some kind of guidance on how to properly 
(...) So you gave us structure by saying ‘don’t talk’ giving us the instruction, so you’re, you’re 
kind of helping us, you were guiding us how to be reflective by doing that thing.

Teti Dragas
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What is noteworthy in the teacher’s response here is that she not only recognises the importance 
of offering supportive practices to guide RP from a theoretical perspective, but that she can back 
up this knowledge drawing directly from her own experience of an activity that sought to do 
this very thing on the ATP module.

Final reflections

In conclusion, my own understanding of the importance of RP in supporting teacher change 
has very much been informed by ‘doing reflection’ myself. Developing and teaching on the 
modules has meant experimenting and testing out how different processes tools and procedures 
work with different teachers and work for me, reading research on these areas and reflecting on 
all of this, both individually and with my colleagues in the light of experience. Most importantly, 
my understanding has involved collecting and analysing data some of which I evidence above, 
which in turn has helped me to evaluate and better understand how RP gets done and how 
it works. The analysis of the samples above, though by no means definitive, goes some way in 
evidencing this. Most importantly, it marks the shift in practices that see INSET courses focus 
less on what to put in them, and more on how one is to do them. For curriculum developers and 
teacher educators who are involved in designing and leading INSET courses, it means shifting 
the focus from expert to teacher and in so doing, it means disbanding these antagonistic posi-
tions in favour of a collaborative, democratic and sharing approach to ELTE which supports 
teacher learning and development. As the examples above have shown, it is an approach which 
is not only founded on RP, but embeds it through the various means and methods I have high-
lighted above, firmly into the curriculum.
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Introduction

Research tells us that successful continuing professional development (CPD) for teachers is 
multi-faceted, lifelong, can take place inside or outside the workplace and is influenced not 
just by the experience of the CPD activity itself but also by teachers’ prior professional experi-
ences, their beliefs and contexts (both instructional and socio-cultural) and their own personal 
circumstances. CPD can be mandated by others or teacher-initiated. When CPD is teacher-
initiated it is typically in response to a need perceived by teachers themselves for additional 
knowledge or skills in a particular area of their practice, whether this is at the whole school 
level (e.g. developing strategies for more inclusivity across the curriculum) or at the classroom 
level (e.g. enhancing student involvement in English communication activities). When CPD is 
mandated, this is usually for policy reasons by superiors in an educational hierarchy, and often 
in response to government-sponsored changes in ‘the role and functioning of schools […] and 
so what is expected of teachers’ (OECD, 2009: 49). In such cases, CPD is normally sector-wide 
and designed, for example, to introduce a new national curriculum, teaching methodology, 
textbooks or assessment system. Mandated CPD programmes can arise from a deficit view of 
existing educational attainment and teachers’ competences as well as in response to changing 
conditions in the wider society. A current instance of the latter is the growth in the use of digital 
technology in many areas of life with teachers ‘increasingly expected to be adept at a variety of 
technology-based and other approaches for content delivery, learner support, and assessment’ 
(Freeman et al., 2017: 30). This alters teachers’ roles in the classroom and, hence, ‘entails improv-
ing teacher training and professional development’ in this area (ibid.: 31).

A great variety of factors can have an impact on CPD and how it is experienced by teach-
ers. These range from conditions of teachers’ work, which can either support or hinder efforts 
to promote classroom change, to teachers’ personal dispositions towards their work. Their per-
sonal attitudes towards work may, in turn, be influenced by factors such as the stage they have 
reached in their professional careers and their moral commitment to teaching. At present teach-
ers’ conditions of work in many countries often seem to be inimical to effective CPD. Increasing 
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demands for ‘accountability’ in education worldwide have led to greater bureaucratic control, 
more time spent on non-teaching tasks, less time for teachers to collaborate with each other in 
tightly scheduled school days and thus little time to invest in professional development activities. 
There is also a general lack of professional, financial, and technological resources for teachers and 
schools, according to an OECD study in 23 countries (Wang et al., 2011). Nevertheless, despite 
system constraints such as these, research into CPD indicates that teachers continue to strive 
to develop professionally and to do so in a variety of ways, both in collaboration with other 
teachers and as individuals. This chapter discusses successful instances of school-based profes-
sional development and technology-mediated CPD. Whatever form CPD takes and whether it 
is other or teacher initiated, consideration of its impact on professional learning is essential and 
the chapter also examines inter-related levels for evaluation of CPD.

As this chapter will show, in any education system, CPD is most likely to be successful if it is 
a shared enterprise. Teachers themselves need to be willing not just to critically engage in CPD 
activities which are mandated, but to actively seek out opportunities to enhance their profes-
sional practice in ways that are personally meaningful to them, alone and with other teachers. 
For their part, educational administrators at various levels, whilst making available at least some 
of the opportunities for CPD, must also develop the enabling conditions to ensure that teachers 
have the time, space and support to personalize, evaluate and implement learning from the CPD 
opportunities with which they engage. Teacher educators who have to lead CPD activities for 
teachers will find their own roles more effective – and satisfying – if they work with teachers to 
transform their practice rather than simply transmit others’ knowledge about good practice. The 
discussion of key issues in CPD and learning points from the case studies, which follow in this 
chapter, provide what I hope will be a framework of reference for effective practice in CPD, for 
teacher educators and administrators as well as teachers.

Key issues in CPD/CPL

A central premise of this chapter is that CPD must promote continuous professional learning 
(CPL). Just having available or simply participating in opportunities for continuing professional 
development is no guarantee of continuing professional learning which impacts on practice. 
Hence in CPL the focus on ‘learning’ foregrounds ‘the systematic and intentional maintenance, 
enhancement and expansion of the knowledge, skills and ethical values and behaviours necessary 
to ensure ongoing quality professional practice throughout a [teacher]’s career’ (CEC, 2017: 4). 
The quality of the CPD experience in which teachers participate is critical to stimulating their 
professional learning. In this section, I examine key issues which feature in accounts of successful 
CPD and which seem most likely to promote the kind of CPL which has an impact on practice. 
It is particularly important for teacher educators that they take account of these factors in the 
development opportunities they provide for teachers.

Transmissive and transformational CPD

A comparative analysis of CPD for English teachers in Latin America and the Middle East 
(Howard et al., 2016) revealed that much of the CPD offered to teachers in these areas of the 
world is still provided by ‘experts’, either local or international. Top-down CPD of this type is 
usually transmissive and often primarily theoretical, designed to inform teachers of what they 
should be doing and why. It remains common worldwide. Wyatt and Ager (2017) discuss a 
recent example from Macedonia, and Gemeda et al. (2014) one from Ethiopia. Unfortunately, it 
has been known for many years that transmissive CPD results in primarily surface adoption by 
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teachers of the rhetoric of reform whilst changes in actual classroom practice may be minimal. 
At the heart of this failure to impact practice is a lack of teacher investment in the programmes, 
which may not meet teachers’ needs and in which they have had little or no say at the develop-
ment stage (Gemeda et al., 2014). Sales et al. (2011: 911) note that it is ‘teacher’s critical capacity, 
professional self-esteem and degree of autonomy to innovate and be creative’ that determines 
whether or not educational change will succeed, rather than top-down, power-coercive man-
dates for change. The obvious implication is that CPD is more likely to be successful if it pro-
motes teachers’ critical capacity to reflect on their own work, their self-esteem, their autonomy 
to innovate and their creativity – outcomes which transmissive CPD is neither designed for nor 
able to achieve.

This does not mean, of course, that teachers should reject the mandates of national educa-
tion reforms as a focus for development; only that educational authorities are ill-advised to 
exclude teachers when developing, planning and implementing large-scale educational reform 
initiatives. Educational administrators need to take heed of research which indicates CPD is 
more likely to result in changes to classroom practice when it is managed by teachers at the 
local level, focused on teachers’ own learning needs and enables collaborative work in a learn-
ing community or ‘community of practice’ which can foster both teacher and student learning. 
Paradoxically, education systems which introduce transmissive CPD programmes do not take 
account of the way teachers-as-adults learn, specifically in relation to making learning experi-
ences personally meaningful (though this is often mandated as a curriculum objective for their 
students). Reinforcing the point that educational authorities need to involve teachers more in 
the design and development stages of CPD programmes is the fact that teachers themselves have 
clear ideas about what has most impact on their professional development. An OECD (2009) 
survey of professional development in 23 countries reported that teachers found the forms of 
development with the greatest impact to be ‘informal dialogue to improve teaching’, ‘individual 
and collaborative research’ and ‘qualification programmes’. Both ‘individual and collaborative 
research’ and ‘qualification programmes’ had low participation rates, however, which may be 
indicative of their time-consuming nature and the consequent lack of space for them in most 
teachers’ lives. A key challenge in the field of teacher education is thus how to make CPD more 
personalized, self-paced, relevant, context-appropriate, and sustainable.

Regrettably, the evidence from the research indicates that the type of CPD activities which 
are most likely to have an impact on classroom practices are not widely used. This is brought 
out in the OECD’s analysis of their ‘Teaching and Learning International Survey’ (TALIS) data.

• Teacher professional development is deemed to be high quality when it includes 
opportunities for active learning methods, an extended time period, a group of col-
leagues, and collective learning activities or research with other teachers. The higher 
the exposure of teachers to high-quality professional development, the more likely 
they are to use a wide variety of teaching practices in the classroom.

• Professional development activities that focus on curriculum knowledge (rather than 
subject knowledge or pedagogy) and that involve collaborating with other teachers 
seem particularly well suited to enhancing teachers’ classroom practices. However, 
these types of professional development are not those that are most widely used around 
the world.

(OECD, 2017: 1)

As we will see in the case studies of CPD discussed later in this chapter, school-based pro-
fessional learning communities offer opportunities for transformational professional learning 
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which has a direct impact on practice. However, for such communities to develop, time and 
space needs to be allocated at the institutional level for collegial working to take place and this 
needs to be combined with support from school leaders. Even then, deep-rooted changes at the 
classroom level will not occur overnight, but must be a longer-term objective.

Reflective practice and CPD

Implicit in the OECD’s (2017) definition of high quality professional development cited above 
is for teachers to have a reflective orientation to their work. Indeed, discussion of any form of 
CPD in the twenty-first century does not seem to be complete without reference to the need 
for teachers to engage in ‘reflective practice’ for professional growth: as Walsh and Mann (2015) 
note, it is now an orthodoxy. Though research indicates that critical reflection is an intrinsic ele-
ment in transformational learning, Day’s (1993: 83) cautionary observation that reflection is ‘a 
necessary but not sufficient condition for professional development’ still holds true. Reflection 
in education needs to focus beyond what happens in the classroom in terms of technique and 
method, important though this is, and connect the classroom to structures in the school context, 
the wider community and the socio-economic environment. For example, teachers in state 
education systems in many parts of the world are both overworked and underpaid: simply to 
survive on a day-to-day basis they need to work in more than one school or work in a private 
tuition centre after school, often until late in the evening. Thus, for reflective practice to be truly 
transformational it needs to acknowledge that it is also ‘political in the widest sense’ and will 
‘necessarily subvert attempts to impose centralised or technocratic views of teaching or teacher 
education’ (Ashcroft and Griffiths, 1989: 46).

However, the reality is that centralized and technocratic views of teaching have become 
more, not less, dominant worldwide in the intervening years since Ashcroft and Griffith’s article 
was published, despite the status of reflective practice as an orthodoxy. Hence, I would argue that 
if English language teachers and teacher educators are to be truly reflective practitioners they 
need to take account of Zeichner and Liu’s (2010: 73) standpoint that:

All teaching actions have a variety of consequences which include (1) personal conse-
quences – the effects of teaching on students’ social and emotional development and social 
relationships; (2) academic consequences – the effects of teaching on students’ intellectual 
development; and (3) political consequences – the cumulative effects of school experience 
on students’ life chances. In our view, reflective teacher education needs to address all of 
these dimensions, and it should not be supported unless it makes a contribution to the mak-
ing of a better society for everyone’s children.

While the first two of these consequences feature in some discussions of reflective practice in 
English language teaching, the third is largely absent. The constraints on addressing political 
consequences of teaching actions will vary from context to context but in any context there 
will be scope for change to some degree. The case studies discussed later in this chapter indi-
cate that, if headteachers and other administrators can be included in critical reflective practice, 
there is scope for at least the local organizational culture to become less hierarchical, more 
collegial and more teacher-centred in the sense of meeting teachers’ learning needs and, in 
turn, improving their students’ educational experiences and life chances. An essential element 
of CPD for teacher educators and the teachers with whom they work is thus to foster a capac-
ity for identifying context-appropriate processes to effect change and collegial mechanisms to 
support it.

David Hayes
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Evaluating the impact of CPD

The immediate beneficiaries of CPD are teachers but in the current age of ‘accountability’, it 
seems to be no longer sufficient for CPD programmes and activities to demonstrate an impact 
only on teachers. Teacher educators and teachers are increasingly asked to show the impact of 
CPD in terms of improved student achievement. This is problematic as establishing a causal link 
between any CPD activity and improved student learning is extremely difficult given the num-
ber of intervening variables and especially when the impact of any professional development 
programme is best measured in the long-term. Nevertheless, evaluation of CPD needs to be 
undertaken as much for the increased understanding it can bring to those who are participating 
in the CPD process as for demonstrating impact to outsiders to that process.

Guskey (2000), cited in Muijs and Lindsay (2008: 198–199), proposes five levels for evalua-
tion of continuing professional development programmes:

Level 1: participants’ reactions
Level 2: participants’ learning from CPD
Level 3: organizational support and change
Level 4: participants’ use of new knowledge and skill
Level 5: student outcomes

Level 1 is the level most often evaluated in CPD for teachers, especially in the transmissive, one-
off workshops that are still so common. Typically, teachers are given formulaic, end-of-course 
questionnaires and asked to express their degree of satisfaction with various areas of the course 
or workshop. Questions such as What did you learn from the workshop? are, however, unlikely to 
provide much insight into what teachers will take from a workshop and make part of their own 
practice over time. Level 2 evaluation should, then, be a longitudinal process (and integrated 
with evaluation of Level 4). Level 3 – organizational support and change – is the level usually 
least considered in evaluation of professional development programmes for English language 
teachers, as if teachers are somehow dissociated from the contexts in which they work. Evalu-
ation of Level 4 requires observation of what teachers actually do in the classroom and school 
over an extended period of time, coupled with investigation into the reasons why they change 
(or do not change) their practice as a result of a professional development experience. As we can 
see, student outcomes are not neglected in these levels but are the final level – and rarely evalu-
ated. For example, Goodall et al. (2005) researched CPD in schools in the UK using Guskey’s 
(2000) framework and found that while 100 per cent of the schools involved in the interview 
phase of their project evaluated Levels 1, 2 and 4, only 41 per cent evaluated Level 3 and just 
25 per cent Level 5.

To improve the prospect of evaluation at Guskey’s higher levels, Earley and Porritt (2014) 
argue that a CPD evaluation framework should allow for Level 5 assessment by articulating 
goals for improving student learning as the CPD programme is developed and by ‘establish-
ing an evidential baseline and impact picture that supports learning’ (ibid.: 113). An evidential 
baseline in CPD impact studies is a rarity, however. Yoon et al. (2007) reviewed published studies 
on teachers’ professional development and student outcomes but only found nine which met 
evidence standards. They suggest that substantial contact hours are a key variable in achieving 
any impact, though they were not able to determine the effectiveness of any particular type of 
professional development.

For student outcomes to be affected by CPD programmes for teachers, I would argue there 
needs to be a positive impact at all of the other levels. In essence, Levels 1–4 are enabling conditions 
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for Level 5, student outcomes. To achieve change at Level 5 takes time and requires substantial 
contact hours. The tension between policy makers requiring immediate impact of CPD on stu-
dents’ achievement levels and the long-term nature of teachers’ professional development needs 
resolution if demands for top-down ‘accountability’ and instant impact are not to severely limit or 
damage the CPD opportunities and experiences of teachers in school systems worldwide.

Learning from case studies of CPD

With the key issues of transformational CPD, reflective practice and meaningful evaluation in 
mind, in this section I discuss accounts of collaborative CPD in school-based learning commu-
nities and technology-mediated CPD which illustrate the issues in practice. As a whole, lessons 
from these case studies offer learning opportunities to teachers, teacher educators and educa-
tional administrators for successful CPD in their own contexts.

Collaborative CPD in school-based learning communities

As Level 3 of Guskey’s (2000) evaluation framework referred to earlier indicates, professional 
development for teachers cannot take place without reference to the organization in which it 
takes place: ‘As a social organization, a school is the locus for the interactions between admin-
istrators, teachers, students, parents, and communities’ (Lee et al., 2011: 829). This concept of a 
school as a form of social organization, and here as a ‘learning community’, is not a new one 
and has been influential in other areas of education for some time but has only recently begun 
to have an impact in CPD for English language teachers (educational innovations are often first 
to be found in mainstream education and then filter down to English language teaching). Here, 
I discuss two examples of the development of successful learning communities for areas other 
than English, followed by an example of a collaborative action research project by English teach-
ers in Argentina. All three case studies provide a stimulus for reflection on how collegial CPD 
for English teachers may be accomplished.

A school-based learning community for literacy teaching in Canada

Clausen et al. (2009) discuss the development of a learning community in a Canadian elemen-
tary school during one academic year. Four teachers participated alongside the school principal 
in a CPD project to improve student literacy outcomes. Ten characteristics of successful learning 
communities were identified from the research literature, against which the experience in the 
school was evaluated:

1.  There exists within the community a constructed understanding of reality and learning.
2. The community is driven by a shared goal or purpose.
3. Informal power is shared amongst community stakeholders.
4. Flexibility is created within the organizational structure.
5. Through a balance of support and pressure, formal leaders show long-term commitment.
6. There is an open communication channel.
7. There is a group memory.
8. In-servicing becomes ongoing and internal.
9. Teachers begin to think in collegial terms.

10. A culture of trust and respect exists among stakeholders.
(Clausen et al., 2009: 445)
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The typical nature of the institutional hierarchy in the school dictated that it was the principal 
who took the lead at the beginning of the project, with the teachers looking to her for guidance 
and direction. The principal herself then realized she would need to provide the impetus for 
the teachers to work more collegially rather than in their customary isolation. Just as important 
as this stimulus to work collegially was her recognition that other enabling conditions were 
necessary if the project was to succeed. Most importantly, as principal, she was able to allocate 
time in teachers’ daily schedules for the collaborative CPD project work that, as she said, ‘takes 
away some of their teaching pressure and [shows] that we value the professional learning that 
they’re doing’ (ibid.: 448). The principal was able to minimise the degree of her guidance as the 
school year went on, with the teachers correspondingly more self-directed. Relating teachers’ 
experience in the year to the characteristics identified in the literature, Clausen et al. (2009: 451) 
concluded:

It was only once they [the teachers] had been involved for a while that they began to show 
the more actualized characteristics of a learning community: with continued discussion in 
the meetings, they began to take the goals of the project to personal, shared levels (charac-
teristics 1 and 2); they began to demand that they sit on each other’s classes and act as men-
tors (characteristic 3); they began chatting about the project at lunch and outside of class 
(characteristic 6); began to think of internal inservicing (characteristic 8); began thinking 
like colleagues (characteristic 9); and trusting each other (characteristic 10).

It should not be surprising that a school-based learning community will take time to emerge. 
Teachers become used to working alone in their own classrooms and changing from individual 
to collaborative practice, opening up what happens in their classrooms to the scrutiny of their 
peers, is a radical change in professional behaviour. The process of building a learning com-
munity in the school was not just dependent on the interplay of the ten characteristics Clausen 
et al. (2009) identified, but was also reliant on someone in a position of authority – in this 
case the school principal – establishing the pre-conditions for growth and without which the 
project would not have been successful. This reinforces the importance of effective leadership 
in schools, which has been widely noted in general educational literature (see e.g. Liu and 
Hallinger, 2018).

Facilitated whole school action research for inclusive learning in Spain

While the Canadian case study offers evidence of the importance of an engaged school principal 
to the success of a CPD initiative, in this Spanish case study (Sales et al., 2011) the headteacher 
was not initially supportive of her teachers’ project to develop a more intercultural and inclu-
sive learning community in their primary school. The whole-school action research project 
developed from the school’s annual plan for school-based CPD, which they were required to 
submit to their local Teacher Training and Resource Centre. Inclusivity was a major focus of 
the project as the school was located in a deprived urban area where the students were largely 
from the marginalized Roma community. Facilitators from a local university worked with the 
teachers but were not the instigators of the project, having asked to be included because of 
their prior knowledge of the school. It was the teachers who were always considered the ‘lead-
ers for change in school’ whilst the teacher educator acted as a ‘ “critical friend”, a figure that 
encourages and accompanies teachers throughout the process of creating a professional learning 
community’ (Sales et al., 2011: 912). In the beginning the teachers were ‘pessimistic about any 
likelihood of change’ (ibid.: 914) with self-evaluation showing that there were no shared values 
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or framework on which to build a coherent conception of inclusive practice. Contributing to 
the pessimism was the headteacher who was considered excessively authoritarian, someone who 
did not respect or trust the teachers, rather than someone who saw her role as promoting the 
teachers’ self-direction.

However, from an unpromising starting point, much was accomplished in a year. A ‘Com-
mitment Document’ was negotiated ‘in which all the teaching staff actively committed to the 
training process, which would be opened up to the whole school community’ (Sales et al., 2011: 
914). Recognizing that inclusivity in this context would need to involve the parents, not just 
the teachers and students, community assemblies were also held. Going beyond the school to 
the social organization of the community, the first assembly focused on obtaining the support 
of families ‘with most authority in the community, who in turn appealed to the rest of the 
neighbourhood to participate in the project for change’ (ibid.: 914). This approach was based 
on the practical reality that when children have poor attendance rates and suffer from high rates 
of failure, trust in schools is low and proposals for change need community leaders to advocate 
for them. Without the community assemblies, parents would have been sceptical that the school 
had either a genuine desire or the capacity to transform its practice. Community involvement 
continued throughout the year, with all committees including representatives of teachers, stu-
dents and parents: a project with inclusivity as its pedagogic focus operated through inclusive 
participation.

Another important element of the project helped to ensure sustainability of change. All pro-
cesses and decisions taken were clearly documented. This not only provided a written record of 
everything participants had agreed to but also validated the project’s achievements. The inclusive 
approach also generated change in the attitude and behaviour of the school headteacher. Over 
time she became as committed to the process of change as the other stakeholders, delegating her 
authority and responsibilities to allow the project to become more democratic.

Based on this experience, Sales et al. (2011: 918) offer five recommendations for school-based 
learning projects.

1. All stakeholders – headteacher, teaching staff, families – must recognise the need for 
change.

2. Space and time must be provided for ‘collective reflection’ at all levels, in the staffroom, 
classrooms and the community assemblies.

3. The action research process must develop ‘tools and strategies to facilitate collaborative 
self-evaluation and democratic and dialogical decision making’.

4. While the teacher educators act as critical friends, teachers must retain their ‘autonomy 
and responsibility […] to manage their own learning processes’.

5. Community participation ‘fosters shared or distributed leadership, which is a key ele-
ment in guaranteeing the sustainability of the change’.

School learning communities work best, then, when they are egalitarian and involve all stake-
holders in the school community, going beyond managers and teachers to include the students 
as well as their parents, recognizing that it is local families that the school serves. Successful 
learning communities are genuinely collaborative and autonomous, responding to the needs of 
the school, its students and the community in which it is located. There is, of course, a place for 
outside involvement but when this occurs it should be in the capacity of ‘critical friends’, not 
initiators and leaders of the change. It is important, too, that the processes and outcomes be well 
documented so that there is a complete record of project achievements.
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Collaborative action research by English teachers in Argentina

On a smaller scale than the whole-school project in Spain, the action research project described 
and evaluated in Banegas et al. (2013) involved a group of three teachers and a teacher-researcher 
in an Argentinian secondary school who decided to investigate their own teaching practices in 
response to perceptions that demotivation was rife amongst their students and having a negative 
impact on teaching and learning. Although only four teachers participated in the project, the 
cycles of research they proposed were not developed in isolation from other teachers but negoti-
ated with them and with the school principal. In an institutional setting such as a government 
secondary school it is clearly important to have the approval, if not the direct participation, of 
authority figures and to keep those not in the project team – including other teachers – apprised 
of what is happening so that they do not work against it. As with the Spanish project, students’ 
input, in this case in terms of their evaluation of their English programmes and making sug-
gestions for content of the materials created during the project, was an essential element of the 
participatory process. Parental involvement, however, was restricted to approving their children’s 
participation. In the first of the three action research cycles the results of classroom observations, 
student questionnaires and class student interviews were used to inform a change in direction of 
classroom materials; in the second cycle students provided feedback about teaching performance 
and further input on topic choice while there was inter-teacher classroom observation and 
feedback; and in the third cycle the materials development, observation and feedback continued 
alongside a return to the textbook to ensure grammar was also taught.

The teachers felt collaborative action research provided ‘a space for professional develop-
ment […] for it helped us to work collaboratively on a common framework with shared aims 
even though each of us had different perceptions and motivations’ (Banegas et al., 2013: 191). 
Whilst they all developed professionally, to different degrees in different domains, their com-
mon experience enabled them to revitalize their curriculum as ‘we teachers identified ourselves 
as reflective–reflexive creators of knowledge from/for our context’ (ibid.: 198). A collaborative 
process such as this is not without its challenges, of course, as teachers have to open themselves 
and their practices up to scrutiny, not just by their peers but also by their students. For many 
teachers this process can be daunting, even threatening, as they are used to working in cultures 
of isolation. Those teachers who do want to take this step might, therefore, want to begin by 
working out their own ground rules for collaborative activities, such as peer observations and 
reflective discussions, to help to establish the trust which is a necessary precondition for produc-
tive collaboration.

Technology-mediated CPD

The focus of the second group of case studies is on the role of technology in CPD. This is a 
rapidly growing phenomenon, an obvious reflection of the role of technology in most teachers’ 
lives and not one restricted to more developed economies. The growth in mobile phone usage 
in South Asia, for example, has enabled users to access the internet without investing in desktop 
or laptop computers. Indeed, India leads all G20 nations in the percentage of users accessing the 
internet on their phones, at 79 per cent.1 This has great potential for online CPD without the 
expense of hardware beyond the reach of many schools and individuals. In this section, then, 
I discuss a project in Bangladesh which uses material on SD cards in mobile phones to mediate 
CPD. I also discuss an example of online communities of practice in Greece where connectivity 
is greater and computer use in schools is more common than in an economically developing 
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country like Bangladesh. Again, these examples provide many points for reflection for teachers 
and teacher educators who wish to use technology in CPD programmes elsewhere.

Mobile phones and CPD in Bangladesh

Woodward et al. (2014) discuss the use of mobile phones as a means to deliver training content 
in a major donor-funded project in Bangladesh.2 In the context of a long history of large-scale 
educational projects, none of which have seemed to have had any enduring effect, the project 
team was concerned to maximize impact, reaching as many teachers as possible and, at the same 
time, develop a sustainable system of support for teachers. The scale of the task was challenging, 
with some 100,000 schools requiring assistance and the project working with 12,500 teachers. 
The solution seemed to be to use the form of ICT that was most readily available – mobile 
phones. Mobile phone usage in Bangladesh rose from 36 million users in 2008 to 116 million 
users in 2014, making it possible to reach the whole target group in this way. However, as the 
project team thought it unrealistic to expect teachers to fund their CPD through internet con-
nection fees, they developed an approach which provided video training content on SD cards 
which teachers could view at their leisure. Woodward et al. (2014: 232) explain: ‘Video on the 
mobile would offer an immediacy of impact and a degree of flexibility that much conventional 
training-room-based, trainer-led and time-bound input often could not match.’

Nevertheless, like other forms of input provided by trainers external to the school context, 
these materials needed mediation to be successfully used by the teachers. In this case, the media-
tion was provided by a Bangladeshi guide who became the ‘face’ of the trainers, exemplifying 
what research in human–computer interaction indicates is a key feature of an interface, i.e. that 
there should be a human presence. Project feedback indicates that teachers feel they ‘know’ the 
narrator as a kind of friend who speaks directly to them as individuals. Technology-facilitated 
training works best, it seems, when the importance of the human element is also recognized.

The importance of the human element is further acknowledged through peer support as two 
teachers from each school participate in the project, enabling on-site sharing of understanding 
of teaching practices introduced through the video materials and discussion of issues that may 
arise in implementation. Peer support is then extended via meetings with other pairs of teachers 
from ten–12 schools in their educational districts. These group meetings take place every six to 
eight weeks and are opportunities for teachers to maximise the sharing of experiences, offering 
a forum for collaborative learning which goes beyond individual schools. The professional learn-
ing communities built up in this way thus enable teachers to augment the professional develop-
ment opportunities offered in video form on their phones. And, resonating with the experiences 
in Canada, Spain and Argentina discussed earlier, the project also recognises the need to secure 
the support of other key stakeholders in the education system – headteachers and both local and 
national level administrators – at the outset so that their positive attitudes promote a facilitative 
working environment for the teachers’ CPD.

Online communities of practice in Greece

In the second of the technology-mediated case studies, Karavas and Papadopoulou (2014) dis-
cuss the development of online communities of practice, which provide CPD opportunities 
to Greek primary school teachers as a response to a policy decision to begin the teaching of 
English from Grade 1 rather than from Grade 3. Feedback on the initial introduction of this 
pedagogical innovation revealed that teachers wanted much more in-school practical support 
to help them teach learners of this age group as well as ‘closer co-operation between teachers 
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in dealing with the complexities of the innovation’ (Karavas and Papadopoulou, 2014: 179). 
However, the Greek education system was considered to be ‘one of the most centrally governed 
and managed education systems in Europe’ (ibid.: 180) within which CPD was typically top-
down and transmissive. These were unpromising conditions for the paradigm shift in CPD that 
the authors concluded was necessary to meet teachers’ needs and ensure the sustainability of 
the innovation. The university project team in charge of the innovation decided that, as teach-
ers had indicated that they favoured reflection on practice and collaboration with colleagues as 
their preferred modes of CPD, developing online communities of practice (CoPs) would be the 
best means to exploit their preferences. It was expected that the CoPs would enable teachers to 
exercise greater individual control in a centralized system in which adherence to its norms was 
expected and would allow for the kind of free expression usually denied space. Further, CoPs 
would account for the fact that ‘professional growth and teacher learning are job embedded, 
collaborative, site-based and ongoing’ (ibid.: 184).

The platform developed, called ’2gather’, integrated learning management systems and social 
networking features which research had indicated were important in online communities, 
including:

• a directory with members’ avatars, profiles and professed areas of expertise
• tools for sharing experiences and introducing questions, including chatrooms, forums, 

blogs, comments and a direct messaging system
• a media library to deposit documents for the community knowledge base
• a search engine to enable members to easily retrieve all available information on specific 

topics

Recognizing that the online system, if it was to be successful, could not displace the INSET 
providers who had been important in the offline system, a space and roles were provided for 
the School Advisers who traditionally performed this function. However, the traditional roles 
of School Advisers as providers of top-down, one-off in-service workshops were reconfigured 
to allow them to function as facilitators of groups within their districts. This was important 
as School Advisers’ place in the system had to be validated, albeit in different – and hopefully 
more effective – ways. In addition, the professional development needs of the School Advis-
ers were met through their own online CoP group; another innovative feature of the project 
given that traditional INSET providers are rarely thought to have development needs of their 
own. Through their CoP School Advisers, just like teachers, were able to share information, 
knowledge and ideas, as well as finding out about developments in CoPs in areas of the country 
covered by their colleagues.

Evaluation of the small-scale pilot implementation of 2gather revealed that the platform was 
working as its designers had hoped. The CoP gave its users a sense of belonging to a group and 
broke down communication barriers between them. As Karavas and Papadopoulou (2014: 194) 
reported, teachers who used the platform agreed that their online community:

1. was mainly driven by the willingness of members to participate
2. helped them build relationships and network with others
3. motivated them to share work-related knowledge
4. provided an informal, welcoming social environment
5. helped them achieve better results in teaching projects
6. encouraged knowledge sharing and learning into work life
7. utilized a user-friendly social platform.
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These successes in the pilot phase have led to larger-scale implementation of 2gather with other 
groups of teachers across the country. As Karavas and Papadopoulou (2014) caution, however, 
online communities – like other forms of community – take time to develop organically, to 
develop social norms, nurture leaders and become part of the dominant educational culture. 
Where space for this to happen is found, teachers become motivated to share their knowl-
edge amongst new networks of supportive colleagues and the possibility of incorporating new 
understandings of teaching into their daily practice is heightened. Also important in the Greek 
context, and likely to be so in many others too, was the development of a structure which 
provided a place for the traditional INSET providers, School Advisors, to have their expertise 
validated and one which, moreover, provided opportunities for their own reflective and collegial 
development.

Conclusion

I have argued in this chapter that any form of continuing professional development (CPD) that 
we undertake as teachers must offer opportunities for continuous professional learning (CPL). 
This means that CPD opportunities need to go beyond the externally mandated face-to-face 
short course focusing on introducing a new curriculum or some other educational innovation, 
which is still the default mode for CPD in many parts of the world, to encompass a range of 
practices focused on the collaborative understanding of classroom issues which teachers iden-
tify as important to their own sense of self-efficacy as facilitators of their students’ learning. 
By this means, we can conceive of CPD as a series of opportunities to understand better our 
workplaces – our classrooms, our institutions and the wider educational system. These oppor-
tunities need to be responsive to the professed needs of teachers and provided in ways that 
fit with the patterns of their working lives as ‘Teacher learning is most likely to occur when 
teachers have influence over the substance and process of professional development’ (King and 
Newmann, 2001: 86). Of course, impact on our students’ learning must be considered a legiti-
mate – if not immediate – outcome of CPD for teachers. However, if this is to be achieved 
everyone involved in the educational process, including policy makers and administrators, must 
recognise that ‘where teachers are able to reflect, access new ideas, experiment and share expe-
riences within school cultures and where leaders encourage appropriate levels of challenge and 
support, there is greater potential for school and classroom improvement’ (Muijs and Lindsay, 
2008: 195). The discussion of key issues and the case studies explored in this chapter reinforce 
this conclusion.

Notes

 1 See https://qz.com/945127/internet-use-in-india-proves-desktops-are-only-for-westerners/.
 2 See the project website at www.eiabd.com/.

Further reading

Avalos, B. (2011) ‘Teacher Professional Development in Teaching And Teacher Education over Ten Years’. 
Teaching and Teacher Education, 27 10–20.

 This article reviews publications over the previous decade in a major educational journal. Themes iden-
tified include mediation of learning, conditions and factors which influence professional development, 
and effectiveness. The review concludes that prolonged interventions are more effective than short-
term ones and emphasizes the power of collaborative learning amongst teachers.
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British Council (2015) Continuing Professional Development Frameworks for English Teachers, London: British 
Council. Available as free download online: <https://englishagenda.britishcouncil.org/sites/default/
files/attachments/joint_framework_doc.pdf > (accessed 11 May, 2019).

 This document introduces key features of three CPD frameworks for use by teachers in any context, 
though emphasizing that teaching competence is context and culture specific. The three frameworks 
have been developed by the British Council, Cambridge English and EAQUALS. Links are provided to 
each of the frameworks for readers to explore them in detail.

Dadds, M. (2014) ‘Continuing Professional Education: Nurturing the Expert Within’. Professional Develop-
ment in Education, 40(1) 9–16.

 This article criticizes delivery-focused and technocratic notions of CPD and places the development of 
teachers’ own understanding of learning at the heart of education reform. Drawing on case stories of 
teachers engaged in enquiry-based CPD, it sees the nurturing of teachers’ ‘sense of voice, their judge-
ment and their confidence’ as essential to professional growth.

Hayes, D. (ed.) (2014) Innovations in the Continuing Professional Development of English Language Teachers, Lon-
don: British Council. Available as free download online: <www.britishcouncil.in/sites/default/files/
e168_innovations_in_cpd_final_web.pdf > (accessed 11 May, 2019).

 This collection contains varied case studies of CPD worldwide at all educational levels. It showcases 
large-scale and individual innovations grounded in practice but also informed by theory. The chapters 
contain the authors’ ‘reflections’ and ‘learning points’ from which readers are able to draw lessons for 
CPD innovation in their own contexts.
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Introduction

There has always been content in language teaching. This content can be explicit knowledge 
about the language being taught, information about the target culture(s), literature, themes and 
topics chosen for their intrinsic interest and capacity to motivate students, or curricular content 
from other subjects. Content-based approaches to language teaching take this concern with 
content further by seeing content not just as a vehicle for language learning and use, but as 
knowledge to be learned, and in some cases, assessed. There are powerful arguments in favour of 
the inclusion of meaningful content in language lessons and courses, with most of them chiming 
with strongly communicative approaches to language pedagogy which emphasize the need for 
learners to be exposed to, and produce, language in meaningful contexts.

Content-based approaches to language education take on a wide variety of labels which 
reflect contextual and historical factors such as the roles in society of the language of instruction, 
the amount of exposure, and the extent to which there is an attempt to explicitly combine both 
types of instruction. They can also reflect different ‘lineages’ depending on whether their origins 
are in foreign language (FL) teaching, second language (SL) teaching or mother tongue (L1) 
teaching (Dale et al., 2017). A useful distinction is that between bilingual education programmes 
in which an L2 is used as a language of instruction for curricular content, with classes timetabled 
under their subject labels (history, science etc.), and second or foreign language programmes 
where content is introduced in language lessons timetabled as such.

Examples of bilingual education are immersion programmes in which 50 per cent or more 
of curriculum content is taught in an additional language, for example the French immersion 
programmes in Canada or Spanish immersion programmes in the US. In Europe, immersion 
programmes refer to those in which students study a large part (or all) of the curriculum in a 
minority language with the aim being to revitalize that language (examples being Basque, Irish 
and Welsh). Other bilingual programmes include those such as the Spanish ones, where up to 40 
per cent of the curriculum is taught in English (or, less so, another FL such as French) in state 
primary and secondary schools.

Examples of the second type include content-based instruction (CBI) programmes in the 
US, where content is incorporated in the teaching of world languages (WL), both in K-12 and 
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increasingly in tertiary education. Globally, however, perhaps the most popular term is content 
and language integrated learning (CLIL), which is used mainly to describe the combined teach-
ing of a foreign or world language (such as English) with other curricular content. As such, 
CLIL is basically the same as CBI in the US context (Cenoz, 2015). Another term growing in 
popularity is English-medium instruction (EMI), which refers to the teaching and learning of 
curricular content in English, often at university level, and where often there is no attempt to 
integrate language learning, with the focus being strictly on the content (Dearden, 2015). For 
the purposes of this chapter, the umbrella term ‘content-based language education’ (CBLE) is 
used to cover both bilingual and non-bilingual contexts, with reference made to specific pro-
gramme types where it is relevant to the discussion.

Whichever the label used, or the local contextual factors, a common concern in all content-
based language education is the training and professional development of teachers. All teachers 
using a second/foreign language to teach other content need both a high level of linguistic 
and communicative competence in that language (as models for learners and for flexible use in 
dealing with content) as well as knowledge about how to integrate language and literacy with 
the subject content they teach. Teachers on these programmes will be either content teach-
ers teaching and assessing their subject through an L2 in a bilingual programme, or language 
teachers introducing curricular content from other subjects into their language lessons. Thus, 
while both types of teachers face the pedagogical challenge of integrating content and language, 
the training and professional development needs for both types of teachers will have different 
emphases. Content teachers are likely to lack knowledge of language learning and language 
teaching methodology, while language teachers may lack sufficient subject matter knowledge 
to teach content effectively. However, both sets of teachers are likely to face uncertainty about 
what language to focus on, how to integrate it with content learning objectives, and how to deal 
with learners’ output in providing feedback and assessing learning.

The chapter has the following overall structure. This introduction has given an overview of 
the current situation: the growing interest in approaches to world/foreign language education 
which combine content and language learning, and definitions of the different types. Section 
two moves on to the problematic issues and ongoing debates in teacher education for content-
based language education. Section three provides illustrative examples of data drawn from a 
research project on CLIL teachers’ knowledge and practices, with the analyses highlighting 
issues of importance for teacher education and professional development for these teachers. The 
final section focuses on implications and possible practical implications for teacher education 
and professional development in this type of language education.

Issues and ongoing debates

Current issues and debates in teacher education for CBLE revolve around the following key 
issues: a lack of initial and in-service teacher education provision; the need for greater under-
standing of teachers’ training and professional development needs; a lack of research into 
teacher education programmes for CBLE and their processes and outcomes. On a more theo-
retical level, discussion has focused on the nature of teachers’ knowledge: either of language 
or content knowledge taken separately, or of their integration. In line with the wider applied 
linguistics and TESOL fields, a recent trend has been a focus on content and language integra-
tion as a question of identity, particularly as teachers struggle to see themselves as responsible 
for both types of learning. Another key issue is the need for collaboration between content 
and language teachers in the different CBLE contexts, and the need for teachers to develop 
appropriate collaborative skills.
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Many researchers and practitioners have pointed out that the explosion of interest in the dif-
ferent varieties of CBLE around the world has not been accompanied by adequate provision of 
teacher education and professional development. Over a decade ago, a Eurydice survey pointed 
out that ‘there are virtually no initial and in-service training programmes devoted to methods 
used specifically to teach a subject in other than the normal language of instruction’ (Eurydice, 
2006: 52). Nine years later, the situation did not seem to have changed much, with a British 
Council seminar focused on the training needs for teachers in bilingual programmes in Spain 
concluding that there was still ‘a lack of specific training programmes for bilingual education, 
and [a] lack of training for teacher educators to use adequate methodologies’ (British Council, 
2015, my translation). The situation does not appear to be better across the Atlantic, where 
Tedick and Wesely (2015) point out that ‘Many if not most US immersion teachers do not ben-
efit from pre-service preparation or in-service professional development focused on language 
and content integration’ (p. 32). This situation continues to be a serious threat to the viability 
and maintenance of CBLE programmes, as they are not sustainable without adequate initial and 
in-service teacher education and professional development. As Pérez-Cañado (2016: 267) points 
out, ‘The new – and increased – demands which the implementation of this approach places on 
teachers have been largely overlooked and insufficiently addressed.’

Not only is there a reported lack of teacher education provision for CBLE, there is also lit-
tle research on what programmes do exist, or what teachers’ training needs actually are. In the 
North American context, Tedick and Wesely observe that ‘little research has addressed the pro-
cess of preparing teachers for CBI contexts, either initially or in their professional development’ 
(2015: 33). In the European context, Pérez-Cañado points to ‘a conspicuous paucity of research 
into the analysis of teacher training needs across Europe’ (2016: 268). One reason for this lack of 
research on teacher education needs, processes and outcomes may be that, to date, much research 
in CBLE has focused on its implementation. Studies have looked at the classroom practices of 
in-service teachers with the aim of understanding how content and language integration works 
in the classroom. While such studies continue to produce much useful knowledge that can feed 
into teacher education programmes, there is a clear need to focus on how teachers are prepared 
for such practices and what their needs are.

This gap is beginning to be filled by studies such as Pérez-Cañado’s (2016) survey of CLIL 
teachers’ training needs in Europe. This study focused on in-service CLIL teachers’ reported 
needs in four areas: linguistic and intercultural competence, theoretical and methodological 
aspects of CLIL, materials and resources, and ongoing professional development. In contrast to 
previous studies, she found that the area where teachers claimed to have less need for training 
(where they were ‘complacent’ or ‘optimistic’ in Pérez-Cañado’s terms) was in linguistic and 
intercultural competence. This may not be surprising given that in the sample of teachers, 82.16 
per cent were language teachers (with B2 to C1 level of English). In fact, the content teachers 
in the sample did indeed identify a greater need for training in linguistic and intercultural com-
petence. In the areas of methodology and materials the results are more mixed in that teachers’ 
descriptions of their current levels of knowledge and their perceived training needs were not 
so evenly matched. This suggests that the in-service teachers in Pérez-Cañado’s sample feel the 
need for more training and development in these areas even if they claim to already have some 
considerable degree of competence. This is unsurprising at least in the area of materials, which 
CLIL teachers identify as problematic in terms of the time needed to find and create them and 
the curricular and cultural appropriateness of existing materials (Morton, 2013).

The gap identified by Tedick and Wesely, that of a lack of research on the processes and out-
comes of CBLE teacher education and professional development programmes, is also beginning 
to be addressed as new studies appear. These studies draw on constructs taken from the wider 
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field of teacher cognition, such as different types of knowledge, belief, and increasingly, identity. 
Often, they track the progress of either individuals or small cohorts of teachers as they struggle 
to meet the challenges of combining language and content instruction. Irrespective of the spe-
cific CBLE context, whether immersion, EMI, CBI or CLIL, the same core issue emerges again 
and again: the need for teachers to have access to sound methodological principles and practices 
for the successful integration of content and language.

An important recent example of this tracking, or longitudinal, approach is Cammarata and 
Haley’s (2017) study of what they describe as the professional development ‘journey’ of 15 
grades 6–12 French immersion teachers in Canada, as they planned and implemented content 
instruction using pedagogic frameworks for content and language/literacy integration. Over 
a period of 18 months, the teachers in the study showed clear evidence of having learned to 
deliver rich and well-balanced lessons with a combined focus on content and language, but even 
so they still struggled with some aspects of content and language integration. One issue that 
emerged was that even when lessons had been carefully planned to incorporate a joint focus on 
content and language/literacy, sometimes the balance and integration were not seen in the les-
son as it was taught, or other times some teachers were dissatisfied with the lesson even though 
observers evaluated it as having been successful. The findings of this study show the importance 
of professional development (PD) for content and language integration being embedded in 
teachers’ contexts and worlds of practice, of having clear pedagogic models to guide them in 
integrating content and language, of using collaborative, learner-centred forms of PD such as 
Lesson Study, and having the opportunity to be part of a community beyond their immediate 
school-based environment, such as a University department.

In a Masters level teacher education context, Escobar Urmeneta (2013) studied the progres-
sion in knowledge of content and language integration of one student teacher (pseudonym 
Pilar) over an academic year. Adopting a reflective approach to teacher learning, the study sets 
out to track and characterise the stages in this teacher’s developmental processes, both in terms 
of classroom practices and theoretical understanding of key issues in language learning relevant 
to this context. Using evidence from different data sources including video-recorded classroom 
interaction and Pilar’s self-reflective reports collected over the academic year, the study shows 
how she was able to make increasingly sophisticated analyses of her own classroom practices. 
For example, in examining data from her own teaching, she shifts from a concern with her own 
performance to a greater focus on what the learners were doing. However, Escobar-Urmeneta’s 
reconstruction of Pilar’s progress in integrating content and language teaching shows that this 
is not an easy process, especially in meeting the double demands of learning to teach and using 
theory to reflect on teaching. Of course, this may be an issue common to all initial teacher 
education contexts – the cognitive demand of focusing on the challenges of classroom teach-
ing as well as learning to articulate one’s reflections using appropriate metalanguage drawing 
on theoretical principles. However, this may be even more challenging in CBLE contexts. It is 
difficult enough to learn to teach one subject alone (whether that subject is science or a foreign 
language), but combining the two in practice while learning to teach, and alongside this, reflect-
ing on both the linguistic and content dimensions, is doubly challenging.

Recent studies of teachers in CBLE contexts have reflected a more general identity turn in 
studies of language teaching, as can be seen in special issues of TESOL Quarterly (2016) and The 
Modern Language Journal (2017), as well as books such as Barkhuizen (2017), Cheung, Ben Said 
and Park (2015) and Gray and Morton (2018). A key example is Cammarata and Tedick’s (2012) 
study of three North American immersion teachers participating in a professional development 
(PD) programme aimed at enabling them to effectively integrate content and language instruc-
tion. Using a phenomenological approach, the study depicts the process of learning to integrate 
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content and language as a ‘multifaceted struggle’ which deeply involved the teachers’ identities 
as they moved from seeing themselves as primarily content teachers to seeing themselves as 
having responsibility for their students’ language learning as well. Cammarata and Tedick argue 
that these teachers lacked the pedagogical content knowledge which would allow them to find 
ways of integrating language and content. Studies such as these show the strong inter-relation 
between the knowledge required for content and language integration and the formation of 
appropriate professional identities as content and language teachers.

The focus on language teacher identity is also clearly seen in Pappa, Moate, Ruohotie-Lyhty 
and Eteläpelto’s (2017) study of Finnish primary CLIL teachers’ negotiation of their pedagogi-
cal and relational identity. They use the concept of identity agency to theorise the relationship 
between teachers’ pedagogical and relational identities, showing how they strive towards build-
ing a more encompassing professional identity both individually and through working with 
others. While the study does not take place in a teacher education context, the authors identify 
clear implications for CBLE teacher education and PD programmes. They argue that in these 
programmes, student teachers should have the opportunity to reflect on their own expectations 
and aspirations, with pedagogical theories used to help them to do so. They further argue that 
teaching practice should be seen as an opportunity for the enrichment of student teachers’ expe-
rience by allowing them to develop a deeper awareness of the inter-relationships between their 
pedagogical beliefs and practical knowledge, their actions and the influence of these actions on 
their professional identities.

Dale, Oostdam and Verspoor (2017) draw on the construct of identity in framing their review 
of the literature on teacher education in CBLE with a view to establishing an analytical frame-
work for the preparation of language teachers (LTs) working in these contexts. Apart from the 
construct of identity, the review addresses the thorny issue of focus in CBLE. Dale et al. identify 
five types of language focus and four types of content focus. The five types of language focus are: 
subject-specific, classroom, general academic, general everyday, and culture-specific. The types 
of content focus are school subjects, thematic content, cultural content and language as content. 
These foci can combine with four types of pedagogical theories derived from SLA, Systemic 
Functional Linguistics (SFL), Sociocultural theory, or Cultural theory. From these elements 
Dale et al. construct an analytic framework which depicts different identities available to CBLE 
teachers depending on whether they focus on content/meaning or language/form or whether 
they orient to culture-specific content, or content drawn from a specific subject.

Dale et al.’s review also touches on another key issue in CBLE teacher education: the need 
for content and language teachers to collaborate. They identify five topics in the literature on 
collaborative practices: teachers’ lack of knowledge or skill, including knowledge of models 
of collaboration, different views on the content/language balance depending on whether the 
teacher is a language or content specialist, different understandings of pedagogy linked to dis-
ciplinary or subject identities, inequalities of power and status, and organisational factors. All of 
these have received attention in the literature, and studies all point to the centrality of teacher 
collaboration in CBLE, and the challenges faced by teachers in bringing about successful col-
laboration. It stands to reason, thus, that developing competence for collaboration needs to be a 
key focus in teacher education for CBLE.

All in all, then, this brief review suggests that teacher education in CBLE suffers from con-
siderable shortcomings in two key areas: a lack of provision at both pre- and in-service levels, 
and a lack of research on the processes and outcomes of teacher education and professional 
development programmes. It is quite clear that where policy makers have supported the imple-
mentation of different forms of CBLE, they have underestimated the challenges for teachers 
in successfully integrating subject-matter content and language/literacy. While pedagogical and 
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curriculum design frameworks for the integration of content and language/literacy exist (see 
Cammarata, 2016; Llinares et al., 2012; Lyster, 2007, 2016; Meyer et al., 2015), we still have very 
little understanding of the processes by which such frameworks are appropriated by different 
types of teachers in CBLE contexts, used in curriculum design and planning, and implemented 
in classroom practice. As Dale et al. put it, ‘It is no surprise that LTs and their educators are 
struggling to find identity and focus as the literature does not provide a one-size-fits all guide-
line’ (Dale et al., 2017: 14). While it may be over-optimistic and perhaps not desirable to have 
a ‘one-size-fits-all guideline’, there is an urgent need for both a firmer conceptual base for the 
knowledge upon which successful integration of content and language rests, and of the pro-
cesses by which this knowledge is appropriated and used by teachers.

CLIL teachers’ reflections on their practices

In this section I present data from a research project (Morton, 2012) which focused on CLIL 
teachers’ planning and classroom practices, and their reflections on both. While the focus was on 
investigating teachers’ cognitions and practices, the frameworks and procedures used, particularly 
stimulated recall-based reflections on video-recorded data, are very much in accord with a data-
driven reflective approach to language teacher education (see Chapter 3 in this volume). The 
project was built around a tripartite conceptualisation of teachers’ knowledge about language 
(KAL) for content and language integration: language as a curricular concern; language as a tool 
for content teaching and learning; language as a matter of learners’ competence.

Language as a curricular concern focuses on the role of language in the content curriculum, 
particularly in terms of planning. The term is borrowed from Leung (2001) in which he argued 
that, in English as an additional language (EAL) contexts in the UK, language hardly figured as 
an object of curricular attention. Here, it is used to refer to the language features and skills that 
teachers may choose to focus on proactively (Lyster, 2007), incorporating them as objectives at 
the preactive (planning) stage of teaching. Language as a tool for content teaching and learn-
ing refers to how language is used in ongoing classroom interaction to meet curricular content 
learning goals. As such it is analogous to Walsh’s (2011) construct of ‘classroom interactional 
competence’, at least how it is manifested in CLIL contexts (see Escobar Urmeneta and Walsh, 
2017 for an example). Language as a matter of competence refers to teachers’ conceptions about 
their learners’ and their own levels of competence in the language of instruction (English). 
Thus, teachers’ beliefs about what their learners are capable of or how well they accomplished 
an activity, in terms of language, may guide their decisions about the other two dimensions of 
language (what they plan for; and how they interact with students in class), and these can be the 
object of pre- and post-teaching reflection.

Four secondary CLIL teachers from a school which participated in a Spanish Ministry of 
Education/British Council Bilingual Education Project (see Dobson et al., 2010 for a descrip-
tion and evaluation) participated in the study. The subjects taught were biology, history, geogra-
phy, design and technology, and the classes ranged from Year 7 (first year secondary in Spain) to 
Year 10. The teachers had relatively little formal training in Bilingual Education or CLIL meth-
odology. This mainly consisted of short courses and workshops, including brief stays in the UK 
in which they visited schools and observed lessons and received some professional development 
in language teaching methodology.

Data were collected at three stages, each relating to one of the components of the tripartite 
view of language knowledge. To focus on language as curricular concern, the teachers filled in 
an instrument called a Content Representation or ‘CoRe’ (Loughran et al., 2004) in which they 
identified the key concepts and language features they planned to focus on in a topic they were 
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about to teach. This document was used as the basis of a semi-structured interview, in which the 
teachers were able to reflect on their planning processes, particularly how language issues fitted 
into their view of the curriculum they were teaching. In order to focus on language as a tool for 
learning, for each teacher three lessons were video-recorded. Using a modified stimulated recall 
technique, brief clips in which issues discussed in the previous interviews emerged, or incidents 
which brought into sharp relief aspects of language as a tool for learning, were presented to 
the teachers for comment. The teachers’ representations of language as a matter of competence 
(their students’ or their own) emerged in both the pre- and post-teaching interviews, and were 
also evidenced in the classroom interaction data. In what follows, I present three illustrative 
examples – one for each component of the tripartite perspective on language for CLIL. The 
examples show CLIL teachers reflecting using two different types of data: the contents of the 
CoRe instrument, and instances of their own classroom practices, as recorded on video.

Teacher reflection on language as a curriculum concern in CLIL

Extract 12.1 comes from an interview with the science (biology) teacher based around the 
CoRe instrument she had completed. The interviewer (I) questions the teacher (T) about her 
general practices in relation to incorporating language into her planning of teaching sequences:

Extract 12.1 Maybe in English they do it that way ...

1 I: what about language,
2 can language ever be erm a [factor=
3 T: [( )
4 I: =in organising a [sequence=
5 T: [mmm I’m afraid not
6 I: =of lessons or activities?
7 T: I ( ) say not.
8 I: mm
9 T: not in science

10 I: mm
11 T: maybe in English they do it that way
12 I: mm
13 T: but not in science (.) I mean it’s the content that
14 leads me
15 I: hm mm
16 T: and then if I happen to find certain language points
17 I: hm mm
18 T: that I might think they’re interesting (.) well then
19 I kind of mm focus on them a little bit more.
20 I: mm
21 T: but just just e::h just to follow my my science
22 contents

Perhaps showing an orientation to the identity of her interlocutor (a language specialist), this 
teacher constructs her negative response as a kind of apology (line 5). In any case, her response is 
clear: language is not used as a principle in organising teaching sequences, at least not in science. 
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The teacher quite sharply points out the division of labour in the bilingual education project in 
lines 11–14: identifying language goals is for English as a subject, not science. However, language 
is not totally ignored, as she does focus on ‘certain language points’ which she may ‘happen to 
find’. The vague language with which this is expressed (‘kind of ’, ‘a little bit more’) highlights 
the general attitude to language issues found among the teachers in the study – there is no sys-
tematic approach to language and such language attention as appears is usually incidental, it just 
‘comes up’. The main, almost exclusive, focus is on the ‘science contents’. This was consistent 
across the study, as language hardly appears at all as a ‘curriculum concern’ in the teachers’ plan-
ning and reflections. It highlights one of the issues highlighted in the literature review above: the 
need for teacher education and professional development to provide teachers with frameworks 
for the integration of content, language and literacy based on sound theoretical and methodo-
logical principles and practices.

Language as a tool for learning: reflection on classroom interaction

Extract 12.2 comes from a Year 9 (students are 14–15 years old) geography lesson on the concept 
of development. The students had carried out a small group activity in which they had to rank in 
order of importance factors which indicated that a country was more developed. The sequence 
below is from a longer stretch of discourse in which the teacher was conducting feedback on 
the outcomes of the activity, and is of interest because the teacher-led activity is at least partly 
‘taken over’ by the students as an impromptu whole-class discussion breaks out:

Extract 12.2 Clean water

1 T: number of people per doctor (0.2)
2 who chose that one (.) is was it you Cristina?
3 S1: no
4 S: Luis
5 T: who chose that?
6 S2: Irene
7 T: Irene (.) ok so (.) why did you choose that (.) why
8 is that the main factor of development
9 S3: because I think the wealth I think the wealth is the

10 most important because if you don’t have – you don’t
11 have –
12 T: wealth or health?
13 S3: (0.5) the::
14 S: °health°
15 T: health=
16 S3: =health
17 T: health? yes
18 (0.5)
19 S3: because if you don’t have (.) doctors (.) tha:t (.)
20 help you you don’t know if the water is clean or
21 ↑not (.)
22 T: ah
23 S3: an:d (.) >then< if you no – don’t have any: doctor
24 (0.8) you can’t=

Tom Morton



Content-based language education

177

25 T: =hey, excuse me (.) are you listening?
26 SS: yes
27 T: hm hm very important (.) points yeah
28 S3: you can’t erm (2.5) erm clean the water or (.) .hh eh
29 see that this water is the – do is doing (0.9) is a –
30 is affecting you
31 T: mm ok so you need a doctor as a supervisor for (.)
32 loads of activities in order to be healthy (.) ok
33 that’s a good point (.) yes?
34 S4: but you can know if water is clean or is not clean
35 but if you know it (.) you are not going to have
36 clean water (.) and,
37 T: oh sorry sorry can you explain that again?
38 S4: you can know that you can know that if you have clean
39 water or not=
40 T: =you may know yeah
41 S4: what what does it (1.0) what erm for what do you want
42 do you want to know if (.) if you have haven’t got
43 clean water (.) because you are going to die?
44 S3:  ( ) no (.) erm you can get a get sick (0.8)
45 because of -
46 S4: yeah but you don’t have the clean
47 water

The classroom interaction here follows the regular pattern for feedback following up a student-
led task. The teacher asks individual students to call out their answers, and then asks them to 
expand on the answer by justifying it. This happens from lines 1–33. At times, the teacher 
scaffolds the students’ language by initiating repair sequences as happens in lines 12–17. The 
sequence usually ends with the teacher accepting and summarising the student’s response, often 
by highlighting the key point (31–33). However, at line 34 this sequence is interrupted by S4’s 
objection to S3’s choice of doctor as a more important factor than clean water. This leads to an 
extended sequence (not all shown here) in which the teacher takes a ‘back seat’ and a number 
of students take over in a discussion about whether having access to doctors or clean water are 
more important for health.

Extract 12.3 shows some of the teachers’ reflections on this episode after watching the clip 
on video.

Extract 12.3 They feel confident to speak up

1 I: what makes this kind of interaction happen.
2 when they start speaking sometimes to each other
3 and agreeing (.) disagreeing (.) arguing
4 and putting forward arguments (.)
5 what makes this happen, do you think.
6 T: probably when they do know what they are talking
7 about, they have had time to be aware of that (.)
8 and they have had time to speak a little bit
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9 with their partner so they feel confident
10 to speak up and place out their points of view.
11 so if there is this little process of working with
12 your partner or someone else and thinking (.)
13 then we get to a preliminary session to a big group
14 they feel more confident to express what they felt.

In her reflections, the teacher relates what happened in this interactional sequence to the activ-
ity they had done in small groups earlier, the ranking task. Having students do a task like this 
allows them to ‘know what they are talking about’ (lines 6–7), and gives them the chance to 
build their confidence by already having spoken with their partners (lines 8–9). In this teacher’s 
reflections, we can see a relationship between the planning of lesson sequences and what can be 
expected in classroom interaction, especially in terms of students’ spoken production. Having 
teachers explain and account for classroom episodes can allow them to ‘get under the surface’ 
to the methodological issues – in this case the potential for content-based activities in CLIL 
lessons to foster speaking skills. Here, the episode is a positive one, as a spontaneous discussion 
is what many teachers want to happen in their classrooms. However, such stimulated reflection 
can be even more useful and illuminating if the focus is on a more problematic incident, as may 
be more likely with novice teachers or teachers on teacher education courses.

Language as competence: reflection on students’ ability

Extract 12.4 comes from the same CoRe interview with the science teacher as Extract 12.1. In 
this sequence, the teacher reflects on the differences in her interactional practices in relation to 
younger and older learners’ competence in English:

Extract 12.4 I don’t have to interact as much as I do with the little ones

1 T: =so I’m having older students
2 I: mm
3 T: then it’s not that different you see
4 because they are already a little bit more mature=
5 I: hm mm
6 T: =grownups so they are able to follow let’s say
7 normal lessons
8 I: hm hm mm (0.4) what do you mean by normal lessons=
9 T: =normal lessons I mean normal lessons (laughs)

10 I mean I mean that they are able to follow
11 explanations and things they – I don’t have to to mm
12 interact as much
13 I: hm mm
14 T: as I do with the little ones
15 I: hm mm
16 T: because of the language I mean (.) I interact because
17 of the science stuff
18 I: hm mm
19 T: you see not because of the language (.) with the
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20 little ones that I know their English is not as good
21 I: hm mm
22 T: then I have to kind of do a lot of er language skills
23 and things focus a little bit more on language than
24 with the older ones
25 I: yes
26 T: because I think the older ones eh their level of
27 English is – is quite good to follow lessons entirely
28 in English
29 I: hm mm

In her response to the interviewer’s question about ‘normal’ lessons (line 8), the teacher explains 
that these are lessons in which she is free to focus on the science content (‘I interact because of 
the science stuff ’ – lines 16–17), rather than scaffolding language skills as she does with the ‘little 
ones’ (Year 7 students), as she explains in lines 19–24. Thus, this teacher explicitly differentiates 
between two types of students in terms of their levels of competence in the L2, and constructs 
an account of how her classroom practices vary accordingly. In terms of what is acceptable CLIL 
practice, it is interesting that, for this teacher, ‘normal’ lessons do not include any language scaf-
folding as everything revolves around the content, and may also involve less interaction (lines 
10–12). This kind of reflection around learners’ competences and the implications for classroom 
practice can be used in CLIL teacher education and professional development to build an 
important component of teachers’ knowledge: knowledge of learners as emerging bilinguals 
and its relation to other knowledge components such as instructional strategies and interactive 
practices.

Practical applications and future prospects

While research on teacher education and PD for content and language integration in CBLE 
is still relatively scarce, the studies reviewed above and the illustrative data extracts point to 
some clear implications and possible practical applications. These can be grouped in seven key 
themes: the time factor; the need for clear pedagogic models and frameworks; the need to 
build explicit meta-linguistic content knowledge of language; the need for situatedness and 
collaboration; the importance of data-driven reflection; the need to involve a wider range of 
participants; the need to build a strong and enduring professional identity. Each will be glossed 
in this final section.

Studies such as Escobar Urmeneta (2013) and Troyan et al. (2017) show clearly that teacher 
education and PD for content and language integration takes a long time. It is a slow-burning 
process built out of considerable frustration and trial and error. Even where teachers are given 
the opportunity to work with well-developed pedagogic models such as that provided by Cam-
marata (2016), they still struggle to find ways to craft effective and balanced lessons in which 
content and language/literacy goals are combined. This implies that teacher education pro-
grammes need to allow teachers many attempts to design and implement CBLE instruction.

All the existing pedagogic models for content and language integration, such as Cammarata, 
2016, Llinares et al., 2012, Lyster, 2007 and Meyer et al. 2015, require high levels of metalin-
guistic knowledge, whether the focus is on language forms or aspects of literacy. If the focus is 
on language forms, as in form-focused instruction (FFI), teachers need to develop the required 
metalinguistic knowledge. In their study of FFI in a Spanish/English two-way immersion 
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programme in the US, Tedick and Young (2017) concluded that ‘teachers need to spend time 
understanding the linguistic forms and developing ways to explain those forms to different 
learners with clarity and consistency; materials also need to be clear and consistent’ (p. 13). The 
teacher’s reflections in Extract 12.1 also show a highly unsystematic and incidental approach to 
language in the context of content teaching. Thus, teacher education and PD programmes for 
CBLE need to devote considerable space to building up teachers’ meta-linguistic knowledge, 
not just language forms for FFI, but also functional language for a more literacy-based type of 
instruction.

Content and language integration cannot be learned effectively outside situated moments 
of practice, whether these are adapting a piece of material, constructing a lesson plan, deciding 
on an assessment activity, or interacting with students in the classroom or online. As a corol-
lary to this, neither can integration be learned and carried out in isolation from other teachers. 
As was seen in Extract 12.1, there is a tendency in CBLE contexts to highlight a division of 
labour in which strong boundaries are set up between the content and language specialists. To 
offset this, collaboration is an essential skill for CBLE teachers (Dale et al., 2017), and as such it 
should be embedded in teacher education and PD. In this respect, one model of great promise 
for achieving the dual aims of situating integration in the everyday tasks of teaching and ensur-
ing collaboration is Lesson Study, as used by Cammarata and Haley (2018). This is an approach 
which is underexplored and underused in teacher education and PD for CBLE, and Cam-
marata and Haley’s study is an important step in paving the way for its use. Teacher education 
programmes could, where the logistics permit, allow groups of content and language teachers to 
work together on integrating content and language objectives in lessons, observe these lessons 
(with a particular focus on how learners react), and engage in dialogic reflection on the lessons, 
with a view to improving their design, delivery and learner outcomes.

Where possible, reflective dialogue should take place around specific examples of practice, 
that is, it should be data-driven (Mann and Walsh, 2017). Examples of practice can be drawn 
from the teachers’ own contexts, as seen in Extracts 12.2 and 12.3, or they can be fragments of 
teaching (on video and/or transcribed) from other contexts. The models of content and lan-
guage knowledge (common and specialised) could be used by teacher educators to structure 
the reflections on these extracts, drawing attention to, raising awareness of, and aiming to build 
practical knowledge of, a range of uses of language to scaffold and promote content and lan-
guage learning.

Turning to research on CBLE, Dalton-Puffer (2018) points out that most internationally-
available research has been carried out by what she describes as ‘language people’. There has 
been a lack of involvement of researchers from other subject areas. This can also be extended 
to research on CBLE teacher education and PD. Content and language integration cannot be 
left to just the language experts, but teacher educators and researchers in other subjects taught 
in CBLE programmes need to be involved. It is true that much of the research has identified 
shortcomings in language/literacy knowledge of content teachers (and language teachers too), 
but less attention has been paid to the content knowledge dimensions. It would be a disservice 
to the future prospects of successful CBLE programmes if the ‘content’ part is left to the experts 
in that discipline, while language knowledge and pedagogy are delivered in separate modules. 
Teacher education and PD for CBLE will be much more effective and enriched if it is embed-
ded in contexts where teacher educators and researchers in both language and non-language 
subjects work together.

A consistent theme running through the research on CBLE teacher education and PD is the 
need for teachers to develop an identity which takes them beyond simply being a ‘language’ or 
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‘content’ teacher. They need to see themselves as professionals with a dual role: responsible for 
their students’ achievement of content-learning outcomes and their language/literacy develop-
ment. This also needs to be adapted to all stages of learning, to move away from the idea hinted 
at in Extract 12.4, that language learning is somehow ‘finished’ when learners are able to follow 
lessons. However, as was seen in Cammarata and Tedick’s (2012) study, building a solid identity 
as a content and language teacher is a long struggle, and these inter-related changes to knowl-
edge and identity do not come easily. Dale et al.’s (2017) framework provides a menu of choices 
which could be used by language teacher educators and student teachers for reflection on what 
kinds of identities are available to them, depending on their orientations to language (meaning/ 
form) or content (culture/specific subject). Because it identifies four broad approaches to con-
tent and language integration, the framework can also act as a guide for the design of CBLE 
teacher education and PD programmes. For example, an approach which combines a focus on 
subject-matter as content and a focus on language as form, will prepare teachers to focus on 
subject-specific language.

To conclude, research and practice in teacher education and PD for CBLE can be said to be 
still in their infancy, although there has been a recent surge of interest. There is a need for an 
intensified effort in both practice and research and much more fluent channels of communica-
tion between them. Effective teacher education and PD for CBLE are not possible without clear 
pedagogic models and conceptual frameworks, and research-based knowledge of the processes 
by which the knowledge and professional identities required for content and language inte-
gration intertwine and develop together. However, these models need to be grounded in the 
everyday realities of teachers engaged in the tasks of integrating content and language in their 
instruction, and in those of teacher educators supporting their professional development. The 
popularity of the different forms of CBLE around the world shows no signs of abating. How-
ever, the main threat to the sustainability of these programmes is the shortage of suitably skilled 
teachers. This can only be addressed by a growth in the commitment to long-term, research-
based, situated, collaborative, reflective and identity-fostering teacher education and professional 
development.

Further reading

Ball, P., Kelly, K. and Clegg, J. (2015) Putting CLIL into Practice. Oxford: Oxford University Press.
 This is a very useful tool for CLIL teacher educators as it provides much-needed practical advice and 

frameworks for the integration of content and language. It covers such important topics as lesson and 
unit planning, materials design, and assessment. It also stands out for its inclusion of a chapter specifically 
dedicated to teacher education in CLIL.

Cammarata, L. (ed.) (2016) Content-based Foreign Language Teaching: Curriculum and Pedagogy for Developing 
Advanced Thinking and Literacy Skills. New York: Routledge.

 This edited volume is extremely valuable for teacher educators in all CBLE contexts as it provides 
a wealth of ideas for curricular design and pedagogical practice and presents a vision of content and 
language integrated classrooms as cognitively stimulating environments where advanced thinking and 
academic skills are given equal status to language skills.

Genesee, F. and Hamayan, E. (2016) CLIL in Context: Practical Guidance for Educators. Cambridge/New York: 
Cambridge University Press.

 This book is an excellent overview of the key issues in content and language integration and is relevant 
to a wide range of CBLE contexts. It is a valuable resource for teacher educators in all CBLE contexts, 
who can draw on it to establish key principles, tools for planning content and language integrated les-
sons, and for advice on how to coordinate and integrate the different participants in CBLE programmes.
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Introduction

Over the past couple of decades, there has been a growing interest in understanding, problem-
atizing and reconceptualizing dominant approaches describing the English language, defining 
English language teaching professionals, and informing the broader field of English Language 
Teaching (ELT). Scholars adopt diverse conceptual, theoretical and analytical frameworks to 
scrutinize the complexity of identity, instruction, use and interaction. The overarching purpose 
of this chapter is to showcase the intertwined discourses, ideologies and connections across 
these areas, and more specifically, to destabilize some of the perceived and ascribed knowledge, 
skills, behaviours and practices traditionally predicated upon ‘native’ and ‘non-native’ English-
speaking professionals in ELT. Only then, I contend, will we be able to grasp the vitality of 
English language teacher education (ELTE) for ELT professionals from diverse backgrounds, 
and advance the professional stature of ELT profession(als) beyond such idealized and essen-
tialized categories. Furthermore, in this complex picture, ELTE has a substantial role and 
importance in promoting systemic pedagogical and professional responses for a refined under-
standing of teacher identity, ownership of language and instructional competencies (Selvi, 
2016).

English and English language teaching in a changing world

The global expansion of the English language is a result of several interrelated factors: 
the processes of cultural and economic globalization, broader power relationships (e.g., 
colonial exploitations, contemporary inequalities, and neoliberal ideologies), domain- 
specific implications (e.g., commerce, culture, technology, travel, and religion) and trajecto-
ries across boundaries (e.g., (in)voluntary migration, transnational mobility, border-crossing 
practices and intercultural communication) (Pennycook, 2016; Selvi, 2016). From a linguis-
tic standpoint, English language is now characterized as ‘the first truly global language’ 
(Crystal, 2012), and even ‘the zeitgeist’ in today’s globalizing world (Mauranen, 2009). 
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The present-day ‘triumph’ of the English language across the globe has several important 
manifestations:

• English, as a language of globalization, has a profound role, presence and impact in various 
spheres of life, and is conceived as an important asset in the participation in the intercon-
nected/interdependent global economy;

• In addition to de rigueur portrayal of English as an idealized linguistic key to a better future, 
it is criticized as ‘a language which creates barriers as much as it presents possibilities’ (Pen-
nycook, 2016: 26) whose global spread ‘contribut[es] to significant social, political, and 
economic inequalities’ (Tollefson, 2000: 8),

• In response to growing demands for English and English-medium education, governments 
and policy makers spearhead projects and educational reforms to equip individuals with 
stronger links to the English language (Ferguson, 2013); and

• Transnational and transcultural uses, users, teachers, contexts and functions of English in an 
increasingly superdiverse world (Blommaert & Rampton, 2011) have pluralized the lan-
guage (from the English language to World Englishes).

Collectively, these interconnected manifestations resulted in an unprecedented demand for 
E(LT), and concomitantly (in)formed the prevalence of global flows of discourses shaping 
the knowledge base of ELT professionals (regarding the nature, use, teaching and learning of  
English) via the professional literature in linguistics, second language acquisition (SLA), and ELT 
methodology (Yazan, 2018).

Within the dominant worldviews and discourses underpinning globalized ELT, there has 
always been an ongoing debate on how language ownership, use and instruction are conceptual-
ized. Traditionally, the fundamental pillars constituting ELT– as an activity, profession and bona 
fide area of scholarly inquiry – have been under the decisive and destructive influences of sets 
of binaries (e.g., ‘us/them’, ‘local/expatriate’, ‘centre/periphery’. Perhaps, most significant and 
interesting of all these dichotomously juxtaposed constructs of being, becoming and doing is 
‘native speaker (NS)/non-native speaker (NNS)’ (and concomitantly, ‘native English-speaking 
Teachers (NESTs)/non-native English-speaking teachers (NNESTs)). These binary categories 
are value-laden, identity-shaping, and confidence-affecting a priori definitions and distributions 
of linguistic, cultural, and academic authority and superiority to one idealized group, and thereby 
othering the identity negotiations of individuals by establishing and reifying borders of identity 
about who individuals ‘were’, ‘are’, ‘will’, ‘could’ and/or ‘should’ be and become as learners, users, 
and professionals of English (Rudolph, 2012, 2016; Rudolph et al., 2015).

The origins of the ‘NS’ construct dates back to the era of ‘nation-state/colonial govern-
mentality’ (eighteenth–nineteenth centuries) propagating monoglossic language ideologies and posi-
tioning monolingualism as the norm, and thereby idealizing the NS as someone who inherited a 
particular language as a birthright and was charged with the task of protecting it from contami-
nation, as the exclusive owner of a national language (Flores & Aneja, 2017: 442). As an exten-
sion of the ‘one nation, one language’ doctrine, the imperialistic orientation to impose ways of 
being, becoming and doing upon individuals served as an ideological foundation on which ELT 
was predicated (Yazan & Rudolph, 2018). Parallel to the increasing need for language teach-
ing professionals worldwide, yet another divisive binary burgeoned in the field of ELT–native 
English-speaking teacher (NEST)/non-native English-speaking teacher (NNEST).
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The ‘idealized NS’ construct (and ‘NEST’) in ELT has traditionally been conceptualized as 
White, Western, (often) male, middle-class, (often) monolingual individual living in urban spaces 
and endowed with the uncontested privilege of linguistic, cultural and pedagogical authority 
to serve as the benchmark by which various facets of the ELT enterprise (e.g., theory, research, 
learning, teaching, publishing, instructional materials, assessment, teacher training and hiring 
practices) might be defined and/or measured (Kubota & Lin, 2009). By proxy, ‘NNSs’ (and 
concomitantly, ‘NNESTs’), on the other hand, are referred to as individuals whose linguistic, 
cultural and pedagogical capabilities as language users and teachers are defined vis-à-vis their 
‘NS’/‘NEST’ ‘other’, perpetually confined into the prefix of ‘non-’, and therefore are often 
associated with discrimination and marginalization of professional identities and personas. In 
summary, the ‘idealized NS’ construct has a set of damaging consequences at the nexus of ELT 
and applied linguistics:

• places ‘ownership of English’ (Widdowson, 1994) and ‘default expertise’ (Canagarajah, 
1999) in the hands of an idealized native speaker-hearer (Chomsky, 1965);

• prioritizes ‘idealized NS’ as the universal linguistic and cultural target for acquisition, use, 
and instruction irrespective of language teaching and learning context (Canagarajah, 2007);

• permeates into second language acquisition (SLA) theory and research (e.g., interlanguage 
and fossilization Selinker (1972); comparative fallacy (Bley-Vroman, 1983); interaction hypothesis 
(Long, 1983) and ultimate attainment (Birdsong, 1992));

• shapes pedagogical theory and research (e.g., monolingual principle (Howatt, 1984)), and 
forms the ‘bedrock of transnationalized ELT’ (Leung, 2005, p. 128);

• influences various aspects of the ELT enterprise, such as theory, inquiry, curriculum and 
materials development, assessment, instruction and professional development, as well as hir-
ing practices (Llurda, 2016; Rivers, 2016; Ruecker & Ives, 2015; Selvi, 2010).

Each of these points is a building block towards what I call compulsory native speakerism – a 
term, similar to compulsory heterosexuality (Rich, 1980), which refers to the set of institutional-
ized practices, values and beliefs that normalize and impose the construction, maintenance and 
perpetuation of discourses that juxtapose language user (‘NS’/‘NNS’), and concomitantly, lan-
guage teacher (‘NEST’/‘NNEST’) status in various facets of the ELT enterprise. Consequently, 
this leads to a pervasive professional ideology serving as Damocles’ sword hanging over the ELT 
profession(als) (Selvi, 2014), often based upon ‘automatic extrapolation from competent speaker 
to competent teacher based on linguistic grounds alone’ (Seidlhofer, 1999: 236). For many lan-
guage teaching professionals, this may generate a set of pathological discourses, such as inferiority 
complex (Medgyes, 1994), I-am-not-a-native-speaker syndrome (Suarez, 2000), Stockholm syndrome 
(Llurda, 2009) or impostor syndrome (Bernat, 2009), all of which have damaging effects on teachers’ 
persona, personal/professional self-esteem, and even in-class performance. This is also reflected 
in, what Phillipson (1992) called, the NS fallacy, or ‘the belief that the ideal teacher of English is a 
native speaker’ (p. 217), which may be seen an extension of native speakerism, ‘an established belief 
that native-speaker teachers represent a “Western culture” from which springs the ideals both of 
the English language and of English language teaching methodology’ (Holliday, 2005: 6).

Even though 80 per cent of the entire population of 15 million ELT professionals worldwide, 
estimated to be around 12 million, are considered to be ‘NNESTs’ (Canagarajah, 2005; Freeman 
et al., 2015), ‘their identities, roles and contributions to the profession have, for the most part, 
been [still] marginalized’ in ELT (Llurda, 2016: 51). Departing from this premise, over the past 
couple of decades, scholars, at the nexus of ELT and applied linguistics, began to interrogate 
the de facto authority and prestige ascribed to the ‘NS as target’ model for language learning and 
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teaching, as well as the pervasive ideological chasm between ‘NSs’/‘NNSs’ (and concomitantly, 
‘NESTs’/‘NNESTs’). While some argued that ‘the native speaker exists only as a figment of 
linguists’ imagination’ (Paikeday, 1985: 12) and pronounced it ‘dead’, others conceived it as ‘a 
fine myth’ that we need it ‘as a model, a goal, almost an inspiration; but it is useless as a measure; 
it will not help us define our goals’ (Davies, 1991: 157). Although ‘it no longer makes any sense 
to differentiate between the native speaker and the nonnative speaker’ (Swales, 1993: 284), and 
subscription to the ‘idealized NS’ benchmark is impractical, inappropriate, and unfair (Smolder, 
2009), ‘it happens to be nonetheless socially present, and therefore, potentially meaningful as an 
area of research in applied linguistics’ (Moussu & Llurda, 2008: 316).

Responses to move beyond idealization and essentialization have traversed the existing bor-
ders of scholarly inquiry, and transformed itself into a professional movement, known as the 
NNEST movement (Braine, 2010; Kamhi-Stein, 2016), operationalized at theoretical, practical, 
and professional levels in ELT (Selvi, 2014). The NNEST movement is critically situated at the 
nexus of TESOL and applied linguistics with a motivation to reconceptualize the value-laden, 
ideology-driven and professionally imposing discourses of NSism defining the legitimacy in lan-
guage learning and teaching. It acknowledges, supports, and promotes ethnic, racial, cultural, 
religious, gender, and linguistic diversity in TESOL, both as a profession (e.g., issues of profes-
sionalism, standards, teacher education, hiring, and workplace) and as an activity (e.g., benchmark 
for learning, teaching, assessment, methodology, and material development). More specifically, the 
movement resulted in skyrocketing of research efforts (e.g., manuscripts, research articles, opinion 
pieces, presentations, workshops, seminars and colloquia in conferences, and theses and disserta-
tions), policy and advocacy initiatives (e.g., the establishment of the NNEST Caucus/Interest Section 
in TESOL International Association, advocacy groups within local TESOL affiliates such as the 
Washington Area TESOL NNEST Caucus (WATESOL) and the California TESOL (CATESOL) 
Non-Native Language Educators’ Issues Interest Group, white papers and position statements), 
and teaching activities (e.g., integrating issues of language ownership, learning, use, instruction into 
in-/pre-service ELTE curricula by means of readings, discussions, tasks, and assignments). Parallel 
to the expansion of information technologies and social networking sites, new advocacy-orien-
tated professional groups have begun to emerge in online environments (e.g., NNEST Facebook 
Group, TEFL Equity Advocates website, Multilinguals in TESOL Blog, among others).

These entities and online initiatives have been highly instrumental in generating institution-
alized advocacy efforts and responses against inequity, marginalization and discrimination in 
the ELT profession. More specifically, TESOL International Association passed two resolutions 
entitled ‘A TESOL Statement on Nonnative Speakers of English and Hiring Practices’ (TESOL, 
1992) and ‘Position Statement against Discrimination of Nonnative Speakers of English in the 
Field of TESOL’ (TESOL, 2006). In recent years, local teacher organizations in the United 
States (e.g., CATESOL), Canada (e.g., BC TEAL–British Columbia Teachers of English as an 
Additional Language) and Europe (e.g., TESOL Spain) have raised their voices against dis-
crimination in ELT (TESOL Spain, 2016; BC TEAL, 2014; CATESOL, 2013). Although these 
institutionalized initiatives and responses contribute to the ELT profession defined by equity and 
professionalism for all, inequalities still remain as bitter realities of the ELT profession, directed 
at both NESTs (Houghton & Rivers, 2013; Rivers, 2016; Rudolph, 2012, 2018) and NNESTs 
(Mahboob & Golden, 2013; Selvi, 2010) alike.

English language teacher education in a changing world

In the multifaceted, complex, and messy situation surrounding ELT profession(als), ELTE 
has a vital role in developing teachers’ professional knowledge-base and promoting their 
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sociohistorically situated negotiations of identities and lived experiences as translinguistic/
transcultural professionals aligned with the needs of the present-day sociolinguistic realities of 
the glocalized world (Selvi & Rudolph, 2017). The idealization and essentialization of NS as a 
language teacher not only perpetuates the asymmetrical power relations by making predefined 
causal generalizations about what a teacher is (or lack thereof) and can (or cannot) do, but also 
pushes the field of ELT away from professionalism by adopting reductionist and simplistic ways 
to define teacher competencies and effectiveness in a decontextualized fashion. For this reason, 
it is imperative to prioritize teacher education and professionalism over nativeness. If we argue 
that ‘people do not become qualified to teach English merely because it is their mother tongue’ 
(Maum, 2002: 1), we should also argue that ‘people do not become qualified to teach English 
merely because it is their second language’ (Selvi, 2014: 589). If the former is native speaker fallacy, 
then the latter is the nonnative speaker fallacy.

In a time characterized by winds of change in the foundational pillars of ELT enterprise, 
it is more critical than ever to translate such idea(l)s into viable, sustainable, and contextually-
sensitive practices for the development of in-service and pre-service teachers. This view is also 
highlighted by Galloway and Rose (2015) who underscored the vitality of teacher education 
as a potential barrier to achieving Kumaravadivelu’s (2012) epistemic break from native English-
speaking norms. Serving as an intellectual, professional and praxization bridge between teachers’ 
past histories, present realities and future trajectories, ELTE programs have an important role 
in ‘approaching learner, user and instructor identity, introducing inquiry and practice beyond 
the “idealized NS” construct, and addressing equity in ELT contexts around the globe’ (Selvi & 
Rudolph, 2017: 247). In the remainder of this chapter, I will outline a set of practical suggestions 
that may be used to forge new pathways sensitive to teachers’ sociohistorically situated negotia-
tions of identities, lived experiences, and professional practices as translinguistic, transcultural, 
and transnational professionals. It is my hope that these suggestions will spearhead some positive 
changes in ELTE, which is recalcitrant to the discourses of multilingual turn in applied linguis-
tics (Flores & Aneja, 2017), and therefore, characterized by the paucity of sustainable pedagogical 
practices for in-service and pre-service teachers (Matsuda, 2017).

Practical applications in/for ELTE

This section presents a set of major principles undergirding ELTE through the lens of teacher 
identity, followed by brief discussions refining how these principles inform specific practices, 
experiences and applications to foster individuals’ diverse ways of being and becoming as 
teachers.

Promote reflexivity regarding subjectivity and positionality with 
regards to personal/professional identity

One of the overarching goals of ELTE programs, especially at the pre-service levels, should be 
identifying, externalizing and building upon individuals’ preconceived notions about surround-
ing teaching, learning, students, teachers and schooling. Lortie (1975) used the term ‘apprentice-
ship of observation’ to describe teacher candidates’ initial values, beliefs and practices developed 
through the extended experience during their prior education as students. In order to further 
understand their beliefs and values, teachers may engage in what Edge (2011) calls retrospec-
tive reflexivity (the effect of work on the person) and prospective reflexivity (the effect of the 
person on the work) through engaging in acts of externalization about their stance regard-
ing ‘NS’/’NNS’ (and ‘NEST’/’NNEST’) constructs. For example, through writing their own 
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narratives/autobiographies or responding to a set of guided questions from Kamhi-Stein (2014) 
(e.g., ‘Who is a qualified teacher?’, ‘What are the personal/professional qualities of an effective 
teacher?’, ‘What is the relationship between language proficiency and language teaching?’, ‘How 
do you perceive yourself as a language user/teacher?’ etc.), teacher candidates may be probed 
to reflect upon their own previous schooling and language learning experiences and establish a 
link between themselves, their identities and their own sociohistorical experiences. At the end 
of the semester/program, teacher candidates may also be given a chance to revisit their auto-
biographies in the light of their experiences in the course/program, and asked to comment on 
their future professional goals and trajectories. Collectively, these narratives will afford spaces of 
contextualized and fluidly critical-practical negotiations of linguistic, cultural, and professional 
identity (Selvi & Rudolph, 2017). Another strategy to help concretize and problematize teacher 
candidates’ stance on teacher identity is through utilizing Kamhi-Stein’s (2014) discussion of 
various positions on ‘NS’ and ‘NNS’ labels, namely: (1) Native English Speaking (NES) profes-
sionals and Non-Native English Speaking (NNES) professionals are different; (2) With difficulty, 
NNS professionals can become NS professionals; and (3) NS and NNS labels are perceived as 
problematic. Teacher educators may organize small/large-group discussions or reflection papers 
as a springboard for further discussion with regards to their professional identities. In sum, these 
positions may afford teachers with a framework in the enactment of their personal/professional 
stance, accompanied by their operational definitions and rationales.

Offer opportunities to encounter, problematize and deconstruct  
native speakerism

Teacher educators may carefully utilize case scenarios, job advertisements and vignettes (Cop-
land et al., 2016) that showcase instances of compulsory native speakerism and destabilize these 
binary juxtapositions embedded in these contested labels and categories of identity. Below are 
some examples that showcase the fluidity of teacher experiences that may not be captured using 
the terms NESTs/NNESTs (Selvi, 2018):

• You have been living and teaching in Turkey for 12 years and feel yourself a part of the local 
context, both culturally and linguistically. Is it fair to call you an ‘outsider’?

• You have professional experience and expertise in teaching all kinds of language skills. Is it 
fair to ask you to teach only ‘certain skills’?

• You are described as an ‘NNEST’ but you are not even considered for a teaching position 
because you are neither ‘local’ (citizen), nor a ‘NEST’. How would this make you feel?

• You are described as a ‘NEST’ with experience and expertise but another ‘NEST’ with no 
such background and credentials was given the exact same job. How would this make you feel?

• Your ‘NEST’ colleague is neither considered for a teaching position nor for promo-
tion because s/he is not ‘local’ (citizen). Is it still fair to argue that ‘NESTs are universally 
privileged’?

• You are a ‘NEST’ with experience and expertise in teaching ELT but you are not consid-
ered for a teaching position because you do not come from the US/UK. Is it still fair to 
argue that ‘NESTs are universally privileged’?

Considering that the ‘idealized NS’ construct is taken for granted by many stakeholders compris-
ing ELT enterprise (e.g., users, instructors, teacher educators) and (in)forming ELT practices (in 
the form of norms, benchmarks, instructional qualities of instructors), these vignettes may serve as 
powerful departing points for transformative journeys for teacher-learners in these programs. For 
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example, teacher educators may organise in-class discussions/debates around these critical cases, 
ask teacher-learners to write reaction/reflection papers based on them or embed these vignettes 
in the snippets of lived experiences of ELT professionals to be discussed, deconstructed and re-
appropriated. What lies at the crux of these practices is the transformative orientation destabilizing 
widely held beliefs about who individuals ‘were’, ‘are’, ‘will’, ‘could’ and/or ‘should’ be and become 
as learners, users, and professionals of English (Rudolph, 2012, 2016; Rudolph et al., 2015).

Create an alternative space for the negotiation of professional identity

Teacher educators may feel the necessity to empower teachers, both at pre- and in-service levels, 
with an alternative space, framework and discourse used in the negotiation of their professional 
identity. One example of such frameworks is Pasternak and Bailey’s (2004) continua of language 
proficiency and professional preparation (see Figure 13.1), which offers an example of a theoretical 
framework that aims to move beyond the problematic labels of NS/NNS (and NEST/NNEST).

According to this model, teachers in Quadrant 1 are proficient in the target language and 
are professionally prepared, whereas teachers in Quadrant 4 are neither proficient in the target 
language nor professionally prepared as language teachers. Those teachers falling in Quadrant 
2 are professionally prepared as language teachers yet not proficient in the target language, and 
teachers in Quadrant 3 are proficient in the target language but not professionally prepared 
as language teachers. What makes this model interesting is that it places key qualities of effec-
tive teachers (i.e. linguistic proficiency and professional preparation) on a continuum, without 
‘NS’/‘NNS’ (and ‘NEST’/‘NNEST’) serving as endpoints.

This model may be introduced by teacher educators as an alternative to contested terms 
such as ‘NESTs/NNESTs’ and used to inform practices in ELTE programs. To be more specific, 
Pasternak and Bailey (2004) argue that being a native speaker of a language is not the same as 
competent in teaching that language, and that teachers, irrespective of their (problematic) labels, 
should be not only proficient in the language they are teaching but also professionally prepared 
as language teachers. Furthermore, they underscored the importance of both declarative knowledge 
(the knowledge about the target language, culture, and teaching) and procedural knowledge (the 

Figure 13.1  Pasternak and Bailey’s (2004) continua of target language proficiency and profes-
sional preparation

Source: Kamhi-Stein (2014: 588).
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knowledge about how to use the target language, to teach in culturally appropriate ways, and to 
behave appropriately in the target language) for language teachers to serve effectively in the class-
room. Therefore, ELTE programs should support teachers’ development in these areas through 
coursework (e.g., courses) and fieldwork experiences (e.g., teaching practices). As echoed by 
Doğançay-Aktuna and Hardman (2018), ‘all teachers need to integrate training (pedagogical skill 
development) with disciplinary knowledge and understanding, which will be different for every 
type of teacher, as these qualities emerge from their particular contexts of teaching.’

Deal with ambivalence, resistance, reluctance, and indifference

Considering that ELTE is a collaborative activity distributed across various settings and stake-
holders, it is quite plausible to come across individuals (teacher educators and teachers) with a 
wide variety of commitment, involvement and engagement to move beyond essentialized and 
idealized binaries of being, becoming, and doing (Selvi, 2016). Teacher educators may not be 
informed about essentialized binaries in ELT and/or their connection to ELTE (i.e. unaware-
ness), may be in epistemological and conceptual disagreement with this paradigm (i.e. disagree-
ment, rejection and resistance) or may be informed yet see no value within the scope of ELTE 
(i.e. ambivalance). As Matsuda (2017) acknowledges, the transformation may be found challeng-
ing and even threatening for teachers since ‘in most cases, they are the successful products of 
English language and language arts curricula that are based on the traditional view of English’ (p. 
xv). Therefore, it is imperative to scrutinize institutional parameters (e.g., curriculum, vision/mis-
sion of the program, programmatic rules, materials), and actors (e.g., teachers, teacher educators, 
mentor teachers, language learners) involved in ELTE programs. Any ambivalence, resistance, 
reluctance, and indifference (at the levels of professional dispositions and pedagogic practices) 
may be treated as a springboard to establish intellectual and professional dialogue and spaces for 
negotiation. Teacher educators may carefully scrutinize their immediate contexts and generate 
solutions for any ambivalence, resistance, reluctance, and indifference related to their practices. 
Below are some guiding questions for teacher educators:

• Who are my teacher-learners?
• How do they define their own identities?
• What is their position(ality) on these terms (‘NESTs’/‘NNESTs’) and associated values and 

practices?
• Are they aware of problems associated with these terms (‘NESTs’/‘NNESTs’)?
• Does my program offer alternative spaces and experiences for identity negotiations?
• How do/did my teacher-learners respond to moving beyond essentialized binaries?
• (If resisting against it) what are the reasons or rationales behind their viewpoints?
• What can I (as a teacher educator) or we (as an ELTE program) do more to sustain a more 

inclusive environment?

Integrate Global Englishes Language Teaching frameworks and 
approaches into the knowledge-base of teachers

It is recommended that ELTE programs adopt a non-deficit orientation to linguistic hybridity, 
variability and fluidity in a globalized world. This is an important step in expanding the socio-
cultural knowledge base of ELT professionals who are charged with the task of preparing lan-
guage users who can successfully navigate within and across linguistic and intercultural borders 
and boundaries. Since ‘idealized and essentialized NS-as-target’ ideology is a common thread 
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that runs through various strata of the ELT enterprise, teacher educators may adopt the princi-
ples of Global Englishes (GE) in language teaching, known as Global Englishes Language Teaching 
(GELT). GELT serves as a comprehensive pedagogical approach aiming to move beyond decon-
textualized and NS-centric discourses in ELT (see Table 13.1).

By promoting the shift from the traditional ELT to GELT through coursework and field 
practices, teacher educators may use these principles as overarching signposts to be used to 
re-examine and re-orchestrate existing practices, and inform future experiences and structures 
(e.g., curricula, course objectives and scope, tools of assessment, practicum experience, among 
others) in such a way as to promote equity, diversity and professionalism in the negotiation and 
construction of identity and practice. Today, teacher educators may actualize this transformation 
at various levels and utilizing various options (showcased in Matsuda, 2017):

• frameworks and approaches coalescing GEs with ELTE practices, e.g., ‘situated meta-
praxis model of EIL teacher education’ (Doğançay-Aktuna & Hardman, 2017), ‘ELF-aware 
teacher education’ (Bayyurt & Sifakis, 2015) or paradigms with similar goals such as ‘trans-
languaging’ (García & Wei, 2014);

• ELTE programs orchestrated around the idea(l)s of GEs, e.g., Program of English as an Interna-
tional Language at Monash University, Australia (Sharifian & Marlina, 2012), and the College 
of World Englishes at Chukyo University, Japan (D’Angelo, 2012);

• courses dedicated to teaching GEs, e.g., Global Englishes for Language Teaching at the Uni-
versity of Edinburgh, Scotland (Galloway, 2017); Global English at Middle East Technical 
University, Northern Cyprus Campus, e.g., Galloway (2017); Selvi (2017);

• GEs-informed courses on another ELT topic, e.g., Rose (2017).

Promote teacher education, equity, and professionalism for all in ELT

Because the current level of professionalism in ELT is far from the desired state, it is imper-
ative to infuse issues of inclusivity, diversity and professionalism into ELTE programs, both 
theoretically and practically (Selvi, Rudolph & Üzüm, 2016). On a theoretical level, teacher 

Table 13.1 Differences between ELT and GELT

ELT GELT

Target interlocutor NSs of English NSs and NNSs of English
Owners NSs of English NSs and NNSs of English
Target culture Fixed NS culture Fluid cultures
Teachers NESTs and NNEST (same L1) NESTs and NNESTs (both same and 

different L1s)
Norms NS and concept of standard 

English
Diversity, flexibility and multiple forms 

of competence
Role model NSs Successful ELF users
Materials Native English and NSs of English Native English, non-native English, ELF, 

and ELF communities and contexts
First language and 

own culture
Seen as hindrance and source of 

interference
Seen as a resource

Ideology Underpinned by an exclusive and 
ethnocentric view of English

Underpinned by an inclusive Global 
Englishes perspective

Source: Galloway and Rose (2015: 208).
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educators may align coursework, class discussions, activities and assignments with a particular 
focus on introducing models beyond categorical binaries (e.g., Pasternak and Bailey’s 2004 
model), problematizing uniform NEST/NNEST experiences (e.g., Rudolph et al., 2015), and 
scrutinizing the fluidity of privilege and marginalization beyond categorical binaries (Rudolph, 
2018). On a practical level, a stronger commitment to the professionalism may be further pro-
moted by encouraging all teachers to take active role in their immediate professional contexts 
as well as professional language teacher associations at local and international levels. First-hand 
involvement in these institutions (e.g., leadership roles and volunteer experiences) will boost a 
heightened sense of professionalism and an explicit commitment to innovation, incorporation, 
collaboration, and inclusivity in ELT. Advocating for equity, professionalism, experience and 
expertise over dichotomously juxtaposed and contested labels is a win-win for teachers and the 
professional stature of ELT. Therefore, teacher educators should promote issues of equity and 
professionalism for all in their courses, and actively encourage teacher-learners to take leadership 
roles (e.g., introducing the roles and functions of such organizations, inviting representatives of 
teacher associations to the program as guest speakers, nominating teacher-learners for various 
positions in such organizations, and supporting their applications by writing letters of recom-
mendation and/or serving as professional mentors).

Develop teachers’ professional language proficiency skills

Considering that ‘general language proficiency’ encapsulates assumptions about instructional 
qualities and effectiveness (and thereby perpetuate the ‘non’-nativeness), and ‘language flu-
ency’ traditionally acts as a marker of teaching competence (Freeman, 2017), there is a pressing 
necessity to reconceptualize the notion of ‘language proficiency’ for teaching and the ‘language 
teacher/user’ in the classroom. Departing from this premise, Freeman et al. (2015) developed 
English-for-Teaching (see Figure 13.2), a new model based on the ‘reconceptualization of teacher 
language proficiency, not as general English proficiency but as a specialized subset of language 
skills required to prepare and teach lessons’ (p. 129).

Figure 13.2 Functional areas of classroom language use in English-for-Teaching

Source: Freeman et al. (2015: 135).
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This fresh perspective ‘repositions English as a practical communicative tool to carry out 
certain defined responsibilities within a professional or work context, the language classroom’ 
(p. 134), and is operationalized under three major areas, namely, managing the classroom (e.g., 
greetings and salutations, directions to students to settle down and begin work), understand-
ing and communicating lesson content (e.g., activity instructions and explanations, definitions 
and explanations of new words, examples), and assessing students and giving them feedback 
(e.g., texts of various types as presented in students’ instructional materials, feedback on target 
language). Teacher educators may adopt this model which bears the potential to reshape the 
notion of teachers’ language proficiency by moving away from traditional and general language 
proficiency (often characterized by ‘NS’/‘NNS’ divide) and anchoring it within the professional 
parameters.

As delineated by Quadrant 1 in Pasternak and Bailey’s (2004) model, all teachers are expected 
to have advanced language proficiency in the target language and comprehensive professional 
preparation (i.e. teacher credentials, relevant experience at linguistic, intercultural and peda-
gogical levels). While the latter is widely recognized, the need to equip specialized language 
proficiency for teachers from all backgrounds and the specific roles of ELTE programs are 
expressed in the literature (Moussu & Llurda, 2008; Freeman et al., 2015). For this reason, it is 
important for ELTE programs to construe teacher identity beyond the ‘idealized NS’ norms 
by acknowledging and promoting the interwoven roles that ELT professionals embody – both 
as a language teacher and a language user. More specifically, ELTE programs should develop (or 
enhance) teacher-learners’ awareness of the sounds, stress and intonation patterns of themselves 
and their students, and adopt a refined approach to pronunciation (teaching) beyond ‘NS’ ideals, 
based on such concepts as intelligibility (the ability to recognize words and utterances), comprehen-
sibility (the ability to recognize meaning (locutionary force) attached to words and expressions) 
and interpretability (the ability to understand what the expression signifies (illocutionary force) in 
a particular sociocultural context) (Baker, 2014). Furthermore, teachers will also benefit exten-
sively from, what Kamhi-Stein (2014) calls, conversational strategies (e.g., questioning strategies 
to seek clarification, turn-taking, etc.) through self-correction, peer and instructor feedback, 
which could be part a part of the (in)formal component of ELTE curricula.

Conclusion

The overarching premise of this chapter is that countering, destabilizing, and reconceptualizing 
discourses regarding identity, experience, (in)equity and interaction in ELT need to be interwo-
ven into the knowledge-base and praxis of language teachers. This view underscores the vitality 
of the fundamental pillars of ELTE:

• competent teacher educators with experience, expertise in and commitment to critical 
approaches;

• ethnolinguistically diverse teacher-learners whose negotiation of (linguistic, cultural, ethnic, 
national, economic, academic, professional and gender-related) identity and agency is rec-
ognized, practiced and enhanced with respect to their instructional contexts; and

• teacher education practices orchestrated in such a way as to create a professional dialogic space 
building on teachers’ past histories, present realities and future trajectories, as translinguistic, 
transcultural, transnational and transacademic border crossers (Selvi & Rudolph, 2017).

In this multifaceted picture, teacher educators have a critical role particularly because they  
are often responsible for organizing, implementing and (re)designing the programmes  
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(or experiences) that prepare teacher-learners for their future professional tasks (Selvi, 
2016). More specifically, they are charged with the task of examining macro- (e.g., vision/
mission of the program, curriculum, curricular aims, programmatic rules) and micro-level 
structures, artefacts and experiences (e.g., individual courses, course assignments, instruc-
tional materials, fieldwork experiences, extracurricular activities) as well as stakeholders 
involved in ELTE experiences (e.g., teacher educators, teacher-learners, mentor teachers, 
language learners).

In conclusion, ELTE has the potential to create a broader, deeper and more inclusive 
understanding and appreciation of translinguistic/transcultural identity negotiations of ELT 
professionals beyond oversimplified, essentialized and idealized categories (‘NS’/‘NNS’ or 
‘NEST’/‘NNEST’). The theoretical discussions and practical solutions delineated throughout 
this chapter are hoped to inform the future of ELTE and foster the alignment of ELTE prac-
tices/programmes with the present-day sociolinguistic realities of the glocalized world.
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Introduction

Language as a system

When language is viewed as a system, we see it in terms of its component parts and how these 
interact. The three basic components are substance, form and meaning. Substance refers to the 
sounds the language uses (phonic substance), for example, its vowels and consonants, and the 
symbols used in writing (graphic substance). Next, we have three basic types of form: grammar, 
lexis and phonology. In the case of grammar, English forms include past-tense endings, modal 
verbs and prepositions, along with rules for putting these together (syntax). The lexical forms 
consist of words, which follow rules for vowel and consonant combinations, how they combine 
with other words in collocations, fixed expressions, etc. and how they interact with the gram-
mar. Phonology gives us the forms for pronunciation, stress (the syllable with most intensity) 
and intonation (e.g. whether the voice rises or falls). The third component, meaning, refers to 
what the combinations of form and substance signify (the semantics). In English, the form was 
speaking signifies past time, green and blue signify particular colours and rising intonation often 
signifies a question. If we reverse this perspective, meaning is what we intend to say, form is how 
we assemble the message using appropriate words, grammar and sounds (or written symbols), 
and substance is what we actually say or write.

We find information on the system in reference grammars (for English, this includes refer-
ence grammars such as Biber et al., 1999; Carter and McCarthy, 2006), in dictionaries (e.g. 
Macmillan, 2002; Hornby, 2010), which usually give information on pronunciation. Works 
describing English intonation tend to be more specialised (e.g. Cruttenden, 1997; Tench, 2015).

Language as discourse

The system and its components form the raw material for the teaching and learning of lan-
guages. Every learner expects to be instructed in the pronunciation, grammar and vocabulary 
of the target language, and teachers and learners alike expect that major course books will have 
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grammar charts and target vocabulary, listening and speaking sections where pronunciation and 
stress are practised, and reading and writing material where working with the graphic substance 
is on offer, for example, learning a new alphabet or learning punctuation rules. However, the 
system exists for a purpose, and that purpose is communication. Putting the system to work to 
enable communication means engaging in discourse, the creation of meaning in context. Cook 
(1989: 6) simply calls it ‘language in use, for communication’. Gee and Handford (2012: 1), in 
their definition of discourse, refer to ‘the meanings we give language and the actions we carry 
out when we use language in specific contexts’. The language we access within the system is 
transformed into language as discourse (McCarthy and Carter, 1994). This approach to language, 
therefore, is distinct from language as system, and may represent quite a new perspective on the 
raw material of their trade for trainee teachers. Language does not take place in a vacuum. How-
ever, language as system, often presented at sentence level and isolated from real world contexts, 
can be studied as if it does, and, at least up to the recent past, was the starting point from which 
many teacher education programmes approached the language elements of their syllabuses.

One of the major developments in recent decades has been a better understanding of 
the differences between speaking and writing, of how there is no one, single difference that 
accounts for everything (Chafe, 1982; Hughes, 1996: 6–15), and how speaking and writing 
often cross over or ‘blur’ in contexts such as lectures (often written-to-be spoken) and in the 
language of the internet (Crystal, 2006; Herring, 2010). Until relatively recently, many language 
courses, at secondary school and university level, focused primarily on the study of the great 
literature of the target language and on essay writing, with perhaps the occasional ‘conversa-
tion class’ and an oral examination tagged on. The model of the target language was typically a 
written one. Nowadays, thanks to our ability to record and store huge amounts of spoken and 
written data in corpora, we can observe significant differences between written and spoken 
discourse, and where they meet and create blends such as social media usage. In this chapter, we 
exemplify from several corpora of spoken data, for it is only by looking at attested data that we 
can begin to be objective about how discourse functions. The corpora we cite are the Michi-
gan Corpus of Academic Spoken English (MICASE), the Limerick Corpus of Irish English 
(LCIE) and the British National Corpus (BNC). For more information on these corpora see 
Simpson-Vlach and Leicher (2006), Clancy (2016) or Aston and Burnard (1998), respectively. 
In all instances, we focus on spoken discourse to re-balance the past focus on writing and 
suggest ways in which pedagogy can move from knowledge of the system to the skills and 
strategies needed to create and participate in discourse. In doing so, we argue for language as 
discourse as an essential component in both pre- and in-service language teachers’ repertoires. 
More specifically, we highlight the importance of a language as discourse approach and how to 
practically implement it in the language classroom through a discussion of methods, materials 
and classroom practices.

Beyond the sentence

In English, the sentence has been for centuries a powerful and dominant notion. Forming sen-
tences requires attention to the rules as to how phrases and clauses combine in the system. How-
ever, Sinclair and Coulthard’s (1975) pioneering work showed that it was possible to describe 
language in use without having recourse to the notion of sentences, while still showing how 
spoken language was structured and not randomly put together. They recorded lessons in English  
school classrooms and showed how the language of teachers and pupils followed set patterns 
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during the process of teaching and learning. For example, in this exchange from the MICASE 
corpus, the lecturer asks a number of questions, students answer and the lecturer gives feedback, 
reinforcing the correct answer.

Extract 14.1 

[Context: Taken from a Visual Sources lecture. S1 = lecturer, the other speakers are 
students. SU-f = unknown speaker, female; SU-m = unknown speaker, male; parentheses 
indicate uncertain speech]
S1: listen to this. there is the Nile.
S5:  yes.
S1:  which is where?
S5:  in Egypt
SU-f: Africa.
S1:  there’s the Ganges.
S4:  India.
SU-m: India
S1:  India. There’s the Danube.
SU-m: Turkey. no?
S1:  Danube. <SINGING> da da da da dum, bum bum, bum bum
SU-f: none of us know it so you can just like tell us
SU-f: Germany
SU-m: yeah it’s the Blue Danube. we know the song. (just tell me where it is)
S1:  where is the Blue Danube?
SU-f: Austria.
SU-m: (she’s) got a correct answer.
S1:  Austria. Excellent. [continues]

(MICASE)

Notably, the teacher’s feedback is withheld until the correct answer is given about the Danube. 
The example shows that teacher and students are both adhering to a set of conventions that are 
independent of sentences; we need not refer to sentences to understand what has happened. The 
pattern of teacher initiation (I), followed by a student response (R), then by teacher feedback, 
or follow-up (F), referred to as the IRF pattern, is a powerful and embedded structure which all 
the parties involved are accustomed to. The IRF pattern is a useful way of putting knowledge on 
public display and reinforcing learning. In non-classroom situations, we can see similar patterns, 
as in example (2), taken from family discourse.

Extract 14.2 

[Context: Two siblings are trying to fix a computer printer. S1 = male, aged 24; 
S2 = female, aged 22]

S1: So what’s the problem? Initiation
S2: We needed to replace the print head. Response
S1: Oh right. Feedback

(LCIE)
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Here (I) is a question, (R) is a response to the question, and (F) acknowledges and accepts the 
response. This is what the speakers focus on; they know what to do to complete a satisfactory 
exchange. Studying language as discourse is not dependent on the notion of the sentence, or as 
Brazil (1995: 15) puts it, ‘we do not necessarily have to assume that the consideration of such 
abstract notions as “sentences” enters into the user’s scheme of things at all.’

Sinclair and Coulthard (1975) also showed how teachers marked the transition from one 
stage to another by using words and phrases such as Right, Now, Well and Now then, which are 
termed discourse markers. Alongside markers which organise phases or sections of a discourse, 
other markers point to degrees of shared knowledge (you know, obviously, you see). These mark-
ers are not part of the structure of sentences; they operate at the level of discourse (for general 
discussions, see Schiffrin, 1987; Jucker and Ziv, 1998: 1ff; Fraser, 1999; Fischer, 2006). A marker 
such as I mean or actually can modify a whole stretch of discourse consisting of a number of 
clauses and can exercise influence over not only the speaker’s own turn but the contributions 
of others too. An example would be the way speakers use anyway in English to indicate ‘I think 
we’ve both/all said enough on this topic’, used as a pre-closing move, as in this extract from a 
radio phone-in show.

Extract 14.3 

[Context: Participants have been discussing tattoos as identifying marks for sailors. S1 = 
presenter; S2 = caller]
S2:   But the ehh the ehh they saw the tattoos were used extensively by sea cap-

tains to identify their their sailors. A lot of sailors and sea going men fell over. 
Excuse me I’ve a frog in my throat.

S1:  That’s okay.
S2:  Emm a lot of sailors were lost at sea of course.
S1:   Right so. Obviously it would make an enormous amount of sense if there was 

a distinguishing mark like that. John thank you very much indeed for that. All 
sorts of other theories on why, when, where, how etc. Anyway, that’s all from 
us for today, back with you tomorrow at the usual time until then a very good 
day to you.

(LCIE)

Fully to understand how the exchanges work in examples (1) to (3) above, we need to consider 
the following questions:

• How do the speakers relate to one another?
• Where are they?
• What are they doing?
• What are their goals?

We can see how this list of questions involves a complex perspective on how people utilise 
the system. We see how different discourse roles will affect what people say, how they respond to 
where they are and what they are doing, how they create and maintain relationships through 
what they say, and how they achieve their goals through verbal exchanges. To exemplify how 
the system can be exploited, we next look at examples of how grammar and lexis can be put to 
service in the creation of discourse.

Michael McCarthy and Brian Clancy
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Choices at the discourse level

Grammar as discourse

At the beginning of this chapter, we pointed to the role of grammar within the language 
system. English grammar consists of a finite set of rules and conventions that are largely 
deterministic: to express a meaning such as third person singular present tense indicative 
mood, it is predetermined that a lexical verb must end in -s (she looks, he watches, etc.). Equally, 
it is predetermined that in English the definite article will come before, not after, a noun. 
However, at the discourse level, grammar can be exploited to realise a variety of purposes, 
for example, to create and maintain good relationships or to indicate degrees of familiarity. 
In Extract 14.4, from a conversation between friends, we see how ellipsis (the non-use of an 
element of the grammar normally considered compulsory), contributes to informality and 
friendliness.

Extract 14.4 

[Context: Friends in an Indian restaurant having a meal. S1 = unknown; S2 = female, 
student, aged 20; S3 = female, student, aged 20]
S1:  You finished? Yeah.
S2:  <laughing> No.
S3:  Can I just finish this chi=? 
S2:  Huh!
S3:  <laughing> Oh my God!

(BNC)

S1 says You finished? rather than Have you finished?, which the rules of English grammar nor-
mally require. Not saying have is a choice; it is not compulsory in the way the third person 
singular -s is on present tense indicative verbs. In informal contexts such as that of (4), the 
probability of ellipsis is greater than in formal settings (Caines et al., 2018). For this reason, 
Carter and McCarthy (2006: 6–7) refer to the ‘grammar of choice’ as being a feature of dis-
course. Speakers and writers choose to exploit the available grammatical resources in ways 
which are appropriate to their roles and to create the relationships that best enable them to 
achieve their goals.

Another, familiar, everyday strategy to exemplify the choices speakers make to create suc-
cessful discourse is the telling of stories and anecdotes, where we often find speakers moving 
from the canonical past tense to the present tense (the so-called present historic) to heighten and 
intensify dramatic elements. In Extract 14.5, a speaker is recounting a story about someone who 
bought some very expensive prawns.

Extract 14.5 

A: Tell Dad about the prawns Mary.
B: Grainne bought a small box of prawns for Kieran.
A: You know the prawns?
C: Yeah.
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B:  Kieran came out and he was like ‘how much were the prawns?’ She goes ‘I don’t 
know’ and he said ‘roughly how much are they?’. ‘About two three or four euros. 
Two or three’. ‘They were a tenner. It says a tenner here.’

C: And what were they?
B: A tenner. She checked them then when she went into Roches*.

(LCIE)
[*name of a well-known supermarket]

The story moves from the past to the present when the most important statement is quoted (She 
goes ‘I don’t know’), then back into the past. This is a choice; it is not a compulsory element of the 
system. The present tense is a marked choice; the past tense is the unmarked, most typical form 
in story-telling. Schiffrin (1981) shows how shifts from past to historic present are not random 
but are woven into the structure of narratives and relate to particular segments of a story (see 
also Rühlemann, 2007).

One striking aspect of how grammar operates at the discourse level is the way speakers co-
construct grammatical patterns – in other words, clause combinations which in writing would 
qualify to be labelled as sentences may be jointly produced by more than one participant in 
a conversation. Speakers can expand on a potentially complete utterance by the addition of a 
subordinate clause. This is typically done using conjunctions such as then, when, which, or as is 
the case in (6), if.

Extract 14.6 

[Context: Speakers are discussing having two phone lines in the house]
S1:   But in that case if you’re going to have that, then you’ve a right to have two 

lines in the house
S2:  Exactly
S1:  and use one as a business line
S2:  Exactly
S1:  and one as a pleasure line
S2:  Exactly and that’s what I’m gonna do, exactly
S1:  if there’s anything you can do (unclear)
S2:  Yep, I agree, exactly and that’s the only way you can do it …

(BNC)

S2 says Exactly and that’s what I’m gonna do, exactly, which is syntactically complete. S1 then expands 
on this utterance with if there’s anything you can do, effectively treating S2’s utterance as a ‘main clause’ 
to which a ‘subordinate’ if-clause can be attached. This if-clause functions to qualify S2’s statement of 
intent by suggesting that there may or may not be something that can be done about the present situ-
ation. This modification could prove to be interpersonally complex given, for example, the politeness 
issues involved in commenting on, qualifying or evaluating another speaker’s utterance (see Ferrara, 
1992). However, S2 responds to S1’s modification with the unambiguously positive Yep, I agree, exactly. 
Clancy and McCarthy (2015) have shown how co-construction is an integral, largely unproblematic 
part of the turn-taking system and that, to account for this behaviour, we have to move beyond 
the sentence to a view that sees both syntax and meaning as a shared interactional resource (after 
Rühlemann, 2007). Rather than viewing syntax and meaning as static products of grammars and 
dictionaries, we should instead see them as emergent, as interaction unfolds in particular contexts, a 
concept which belongs in the realm of discourse and not system.

Michael McCarthy and Brian Clancy
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Lexis as discourse

What we have said about grammar can also be applied to lexis. Although the vocabulary of a 
language like English consists of a huge repertoire of words and phrases, presenting learners with 
a daunting task, there are significant areas where we can move away from seeing the lexicon as 
a component of the system towards seeing it as a strategic resource for the creation of discourse.

One such area is the choice of degrees of formality. Formality is concerned with making 
choices appropriate to the context and the relationship between the participants. Most words in 
English are neutral as to their degree of formality, but many words are conventionally associated 
with either formal or informal contexts. For example, phrasal verbs often convey greater infor-
mality than non-phrasal verbs that convey similar meanings. It is more informal to say I screwed 
up, rather than I made a mistake/I did something wrong. Similarly, idioms often convey a degree of 
familiarity, offering informal comments and evaluations of people and events (McCarthy, 1998: 
131–140). Good dictionaries give guidance as to the level of formality associated with particu-
lar items. An allied question is whether descriptions of formal/informal language and formal/
informal contexts can be applied across cultures or whether different cultures may view similar 
situations and relationships in different ways (see Irvine, 2009).

While most language teachers will have long been familiar with the notion of formality, it is only 
relatively recently that corpus analysis has revealed just how much of everyday discourse is com-
posed of ready-made, multi-word units rather than single words. These multi-word units include 
familiar items such as phrasal verbs, idioms and prepositional phrases (e.g. get up, feel under the weather, 
at the moment). From the point of view of lexis as discourse, corpora show how frequent and impor-
tant some multi-word strings (hereafter referred to as chunks) are in the structuring of discourse and 
the creation and maintenance of relationships. For example, many of the chunks in Table 14.1 are 
associated with you and I, demonstrating the interactive nature of the most frequent chunks.

The table contains a number of ‘fragments’ indicative of the syntactic system, e.g. in the, it 
was, what do you and you want to. However, it is interpersonal meaning that accounts for many 
of the items in the table. For example, you know, I mean, I think and I don’t know are associated 
with linguistic politeness (see Fox Tree and Schrock, 2002). As Table 14.1 demonstrates, indi-
vidual items like know and think provide us with the building blocks for different structures with 
interpersonal import, e.g. I think → I don’t think → I don’t think I → I don’t think I have, etc. 
These ‘frames’, to which content is attached, demonstrate the routine nature of everyday spoken 
language routines which facilitate fluent, successful discourse.

Table 14.1 The ten most frequent two-, three- and four-word chunks in the spoken component of the 
BNC BABY

N Two-word chunks Three-word chunks Four-word chunks

1 you know I don’t know I don’t know what
2 I don’t do you want do you want to
3 do you I don’t think no no no no
4 in the you have to I thought it was
5 I mean a lot of what do you want
6 I think what do you are you going to
7 is it I mean I I don’t know whether
8 it was I think it’s thank you very much
9 on the do you think have a look at

10 you got you want to I don’t think I
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Also common in everyday spoken discourse are chunks such as and things like that, that sort/
kind of thing and or whatever, which operate beyond the sentence. These vague category markers are 
particularly significant in the way they project common ground among participants. The speaker 
who says, ‘There’s a whole new grammar for text messages and that sort of thing’ assumes the 
listener(s) will mentally fill in the rest of the possible referents of that sort of thing (e.g., social 
media, blogs, emails, etc.) and does not need to have them explicitly listed. Vague category mark-
ers have been extensively studied and are seen as central to normal, efficient discourse, especially 
conversation (see Channell, 1994; Cutting, 2007; Vaughan et al., 2017). Vague language items and 
the other interactive chunks already discussed are best seen as ‘big words’ and should be consid-
ered as much a part of the vocabulary of a language as the thousands of single words needed to 
talk about people and things, and their place in the syllabus should be central if we are to move 
from system-based teaching to a discourse-based approach.

A further feature of lexis as discourse is seen in the way speakers pick up one another’s vocabu-
lary for strategic acts such as agreement or the negotiation of meaning. Carter and McCarthy 
(1988: 181–200) observed how speakers exploit features of the system such as synonymy and 
antonymy to show engagement with one another (see also Buttery and McCarthy, 2012). In 
Extract 14.7, we can see how S1 not only co-constructs the message by using a which-clause, but 
also uses a lexical strategy, picking up on the notion of ‘difficulty’ by using a synonym to agree 
with another speaker. This is an example of how meaning is negotiated rather than being fossilised 
in the semantic system.

Extract 14.7 

S3: So I’ve no lectures. I’ve to do the research myself.
S2: You’ve to do it yourself.
S3: Which is harder like.
S1: Which would be very difficult I’d say.
S3: Yeah

(LCIE)

Teachers and learners may occasionally ponder why a language like English often seems to have 
more than one way of expressing the same idea, and many learners make notes to help them 
remember the meaning of a new word by listing any synonyms or antonyms they know. Here 
teaching can capitalise on a feature of the system and turn it into a useful strategy for commu-
nication. Simple pair-work activities where students agree with one another’s statements using 
synonyms, or challenge one another using antonyms, are a natural context for putting the system 
into service to create discourse.

One final area where we see the lexicon serving the creation of discourse is in turn-taking 
behaviour. We know, from classic studies of turn-taking (e.g. Sacks et al., 1974), that speaking 
turns proceed smoothly, with one speaker ceding the turn to another as conversation unfolds. 
Corpus analysis enables us to see just how consistently and with what degree of regularity the 
vocabulary plays a role in smooth, natural turn-taking. McCarthy (2003 and 2015) showed, 
for example, that a relatively small number of lexical items are repeatedly used in different 
varieties of English to express reactions to, and engagement with, incoming talk without tak-
ing over the full speaking turn. These lexical items we refer to as response tokens, which often 
occur singly as in Extract 14.8, e.g. Absolutely! Great! No way! or often with that (That’s awful! 
That’s wonderful!).

Michael McCarthy and Brian Clancy



Language as system/language as discourse

209

Extract 14.8

S1: Hi Ann (pause) had a good
S2: Hello.
S1: week?
S2: Yeah lovely.
S1: Great.

(BNC)

Corpora often show that a large proportion of occurrences of words like great and absolutely do 
not come in the form of adjectives modifying nouns, or adverbs modifying verbs and adjectives, 
but are used to react to and engage with whole stretches of discourse. As such, they represent 
an important bonding mechanism between speakers. Tao (2003) and McCarthy (2010) also 
looked at turn-taking, this time considering how speakers begin their turns, and found that a 
relatively small number of items typically occurred as turn-openers (e.g. well, so, right and some 
of the response tokens already mentioned). Turn-openers attend primarily to what the previous 
speaker has just said, creating a smooth link between speaking turns, what McCarthy (ibid.) calls 
confluence, the feeling that a conversation is flowing, with a jointly constructed fluency.

Discourse pedagogy

In this section, we consider how materials, methods and classrooms can be conceived by language 
teachers in a way that operationalises the notion of language as discourse and weaves it into 
the pedagogical process. Thus far we have discussed discourse from the point of view of both 
grammar and lexis, both of which form a large part of day-to-day language teaching from the 
viewpoint of language as system. However, introducing the concepts of grammar and lexis as dis-
course furthers understanding of not just language form and function, but the processes, many of 
them unconscious, which facilitate better and more effective communication. The more teacher 
education programmes can create bridges and foster links across conceptual divides, the greater 
the level of language awareness teachers in training and professional development can achieve.

Discourse roles

One problem with abandoning the sentence as the core unit for teaching and moving instead 
towards notions such as discourse marking and responding or following up is that, in the tradi-
tional, teacher-led classroom, it is teachers who get to use markers like Anyway, Right! and Now 
then! and responses/follow-ups such as Good! and That’s great! while students may get little or 
no opportunity to use them because of their limited, less powerful discourse roles. This is the 
kind of challenge we face in moving from language as system towards language as discourse. It is 
only one of many challenges, but it represents a prime example of what happens when we break 
free from seeing the sentence as the principal unit of communication. If markers and response 
tokens are common and central to the organisation of discourse, how can we create the condi-
tions in the classroom where students themselves can take on roles where the use of markers and 
other discourse features traditionally the province of the teacher (e.g. initiating, using follow-up 
moves) become natural for them to use? Questions such as how to apportion discourse roles in 
the classroom affect not only the content of the syllabus, but also methodology and classroom 
practices.



210

The discourse syllabus

An important question is how to create a coherent syllabus which supports the transition from 
system to discourse in areas of language where the available linguistic repertoire is not closed or as 
well-described as, say, the tense system, the prepositions, the names of the days of the week, verbs of 
the senses, and so on. For example, in the case of discourse markers, scholars’ lists of what to include 
differ greatly. Some researchers focus more on markers which support the coherent and logical inter-
pretation of one piece of discourse in relation to another, such as in other words, conversely or finally 
(e.g. Fraser, 1990; Hyland and Tse, 2004), while others focus on markers we have already mentioned 
such as well, you know and anyway (e.g. Schiffrin, 1987; Aijmer, 2002). Furthermore, attempts to 
clarify exactly what discoursal competence means in second language contexts is often only vaguely 
defined (see the critique in Jones et al., 2018: 112–123). Defining and specifying content are recur-
ring problems for anyone wishing to incorporate the world of discourse into an organised syllabus.

Another challenge lies in the fact that there is a bewilderingly wide range of contexts in 
which language use varies according to the situation and the participants. Sinclair and Coul-
thard’s work has been built upon by numerous studies that have looked at how verbal exchanges 
occur in contexts other than classrooms. These include service encounters (McCarthy, 2000; 
Félix-Brasdefer, 2015), workplaces (Vaughan, 2007; Koester, 2010), domestic settings (Blum-
Kulka, 1997; Gordon, 2009; Clancy, 2016), academic settings (Farr, 2011; Evison, 2013), settings 
where people are engaged in action, e.g. assembling furniture, cooking (Carter and McCarthy, 
1997) and many other contexts. They have all been examined through a discourse perspective, 
where the notion of the sentence has played a minor role, if any at all. In these varied studies, key 
features emerge time and time again as central to the creation of discourse. Areas of focus and 
insight in existing research where the syllabus can potentially bridge the gap between language 
as system and language as discourse include:

• Discourse roles
• Types of verbal exchange that are natural in different contexts;
• Natural turn-taking;
• Discourse marking;
• Creating and maintaining relationships;
• Goal-orientation.

Not all of these points offer ready-made linguistic repertoires that can be written into the 
syllabus. All require thought, planning and a reassessment of methods, materials, activities and 
classroom practices.

Materials

Some discourse items, for example discourse markers and response tokens, can be straightfor-
wardly incorporated into materials as new vocabulary, or as new functions for known vocabu-
lary, and can be graded in a coherent syllabus. For example, McCarthy et al. (2012 and 2014a) 
offer interactive activities promoting the use of the marker actually at two different CEFR levels. 
Its first occurrence in the material is at A2 level, with the functions of ‘giving new or surprising 
information’ and ‘ “correcting” things people say or think’ (2014a: 7). Actually is then recycled at 
B2 level with its function of giving new information, and, in the same unit of the material, the 
functions attributed to actually are repeated in the form of two new discourse markers, in fact 
and as a matter of fact (2012: 46–47). This process, from item to discourse function, then from the 
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same discourse function to new item(s), is one way of building coherence and progression into 
the discourse syllabus. The process can be expressed diagrammatically as:

known item → new discourse function → known discourse function → new item

Perhaps the biggest challenge in connexion with discourse-based materials stems from teachers’ 
and students’ expectations as to what materials will contain and how teaching and learning will be 
conducted. For many years, the sequence present, practise, produce (often referred to as PPP) has pro-
vided a reliable routine. The materials, mediated by the teacher, present a structure or a set of new 
vocabulary, after which students do drills or controlled practice, followed by production, which 
could be anything from pair work to writing an essay. The discourse syllabus demands a differ-
ent approach, in which building awareness is a central element. Awareness is fostered by noticing 
activities, on the basis that noticing is the first step towards understanding what might not always 
be familiar concepts for students (e.g. discourse marking, follow-up moves, co-construction). 
Noticing occupies a well-grounded position in research into language learning (see Schmidt, 
1990). Shifting the emphasis away from PPP to a more awareness-based approach in materials 
and student engagement with them is discussed at length in McCarthy and McCarten (2018).

Presenting items in the context of their strategic use rather than their semantic meanings 
within the system is another key element in discourse-based materials. McCarthy et al. (2014b: 
70–71) illustrate follow-up questions and follow-up prompts (e.g. Really?), along with using 
response tokens, in the context of reacting to new information. The response tokens include 
that’s great, that’s interesting, that’s terrible. Students first do a noticing activity, there then follow 
listening activities (crucial for building awareness), controlled practice, and free practice with a 
partner, asking follow-up questions and responding to personalised items of news/interest. Stu-
dents have considerable choice as to how they respond, with no one single ‘correct’ answer. All 
this is done at A1 level, and is feasible because the lexical items are simple, often already known, 
and the contexts are familiar, everyday conversational settings.

Materials are merely tools for the use of teachers and learners, and it is what happens in the 
classroom which ultimately underpins their success or failure. We now consider classroom prac-
tices in relation to moving from system-dominated approaches to an environment where the 
creation of discourse is a natural part of the teaching/learning process.

System and discourse in the classroom

Walsh (2006) sees the L2 classroom not as a static entity, but as a series of dynamic and complex 
contexts where interaction between participants is essential to teaching and learning. Through 
looking at classroom language as discourse, he identified four modes which characterise the 
interaction between teacher and learners: managerial mode, materials mode, skills and systems mode 
and classroom context mode. Each of these modes presents the teacher with opportunities to 
explore language as discourse in the classroom, regardless of the level the learners are at. The 
pedagogic purpose of managerial mode is the management of learning at the different stages of 
a lesson and is characterised by long teacher speaking turns, transition markers and little or no 
learner involvement. It may seem that this mode does not offer many openings to exploit in 
terms of fostering discourse; however, the teacher can model a range of frequently used organi-
sational markers (all right, ok, so, now, etc.), as well as models for feedback of various kinds (that’s 
fine, excellent) and the discourse role of manager/leader, which may then be assumed by certain 
students in pair and group work where tasks demand management and outcomes. The second 
mode, materials, is dominated by exchanges that emerge from language practice opportunities 
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based on a piece of material, which we exemplified the ‘Materials’ section, where the materials 
cited first engage the teacher and students in dialogue to raise awareness of target items, then 
offer students opportunities to practise asking questions, or to react using response tokens, ask 
follow-up questions and so on, in natural contexts and where they can ultimately personalise the 
material and make the transition to classroom context mode (see below).

In the skills and systems mode, the pedagogical goal is to provide controlled, form-focused 
language practice in both systems (phonology, grammar, etc.) and skills (reading, listening, 
etc.). However, we propose that this focused practice of systems and skills be exploited to 
also include engagement in language as discourse. For example, past and present simple tenses 
could be explored through story-telling or through the use of tense-aspect choices for polite-
ness and directness, utilising natural spoken texts. In addition, the teaching of conditionals 
might be broadened to include pair work where one participant produces a main clause and 
the other adds a subordinate one to model co-construction. This could then be extended 
to contexts where lexical strategies are employed to negotiate agreement and disagreement 
around these co-constructions. Finally, in classroom context mode, the defining characteristic is 
interactional space. In this mode, where the learners themselves co-construct the discourse, 
the emphasis is on providing opportunities for genuine communication and for extended, 
learner-led explorations of language as discourse. When practising speaking skills in classroom 
context mode, some prompts for language as discourse will naturally occur, given that the 
learners themselves will have control over the turn-taking system, allowing them the freedom 
to experiment with strategies such as holding the floor, changing topic and using natural 
turn-openers and responses. This, in turn, might be scaffolded by some post-activity feedback 
from the teacher that, instead of focusing on language form, focuses on concepts related to 
discourse such as (in)appropriacy or (im)politeness, concepts that are often culture- and/
or context-specific and part of communicative, rather than linguistic, competence (Hymes, 
1972).

Conclusion

Walsh (2006) refers to his four modes of classroom talk under the umbrella label of SETT (Self-
Evaluation of Teacher Talk). The choice of that label is not otiose: the teacher is seen as centrally 
responsible for the maintenance and monitoring of appropriate discourse in the classroom. It is 
important to acknowledge that English language teachers are faced with a unique teaching con-
text, a ‘unique art’ (Hammadou and Bernhart, 1987: 305), where language is both the medium 
and intended outcome of instruction. Language teachers, in common with all teachers, strive to 
become experts in their field of teaching. However, language itself has been variously described 
as ‘slippery and mutable’ (Vaughan, 2008: 1) and ‘as large and as complex as life’ (Palmer, 1998: 
2). Therefore, not everything in language teaching needs to be about the classroom; aspects of 
language teacher education, such as the understanding of language as discourse, should also be 
concerned with teachers becoming experts in their stock and trade, language. If our goal truly 
is to move from system to discourse, teacher education has to support teachers’ professional 
development in not only gaining knowledge of discourse, but in becoming discourse analysts 
themselves, in their own classrooms, and constantly questioning the degree to which they seize 
upon and develop opportunities for creating the conditions that will lead to the emergence of 
natural discourse, whether it be in their interactions with students or in the interactions they 
set up among them. In order to successfully achieve this, input in the language classroom can-
not be confined to language as system because this ignores the fact that language becomes a 
living, ambiguous, emergent, negotiated phenomenon once it leaves the classroom and enters 
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the world beyond the classroom walls or beyond the screens of the virtual classroom. Indeed, it 
would be limited and limiting for language teaching professionals to simply base their teaching 
on what has been written in relation to language as system without considering the implica-
tions of using language in real life social and cultural contexts. Therefore, the materials must be 
supportive of, and reasonably transparent for, teachers who may not be familiar with discourse-
oriented pedagogy, with non-patronising, helpful explanations and advice in teachers’ manuals 
which accompany course materials (see also Farr and O’Keeffe, this volume). Ultimately, analys-
ing language as discourse is a critical and fundamental part of any teacher education programme. 
However, teachers need to feel that time spent on fostering natural discourse is not time wasted 
and will pay dividends in greater fluency and higher achievement in assessment contexts, as well 
as increased student motivation and satisfaction.

Further reading

Baker, P. (2006) Using Corpora in Discourse Analysis. London: Continuum.
 A comprehensive introduction to the intersection of corpus linguistics and language as discourse. Par-

ticularly strong with regard to the description of the potential of corpus linguistics for the analysis of 
authentic texts.

Carter, R. and Goddard, A. (2016) How to Analyse Texts. Abingdon: Routledge.
 A great textbook and toolkit for analysing language in use. It provides the reader with a large amount 

of texts – spoken, written and multimodal – and a number of levels at which they can be analysed. It is 
an excellent classroom resource.

O’Keeffe, A., Clancy, B. and Adolphs, S. (2011) Introducing Pragmatics in Use. Abingdon: Routledge.
 One of the first textbooks to apply a corpus approach to examining language in use. Chapter 8 is 

devoted entirely to the use of corpus materials to introduce features of language as discourse into the 
language classroom.

Gee, J. P. and Handford, M. (eds) (2012) The Routledge Handbook of Discourse Analysis. Abingdon: Routledge.
 A comprehensive collection of articles by leading figures in discourse analysis. Parts III and IV pay 

particular attention to spoken language and to applications in education, including the classroom.
Walsh, S. (2011) Exploring Classroom Discourse: Language in Action. Abingdon: Routledge.
 Walsh’s work on interaction in second language classrooms, extensively quoted in the present chapter, is 

fully and clearly elaborated in this book, which looks at discourse in the classroom as a means towards 
achieving ‘classroom interactional competence’.
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Introduction

Language teachers, like other teachers, perform constant multi-tasking in second/foreign/addi-
tional language (L2) classrooms while they are teaching. They manage materials, behaviours, 
content, discourse, and organise and co-construct (with the learners) learning environments 
at the same time. At the heart of this multi-tasking lies a process of instant decision making: 
they initiate turns, respond to student utterances, attend to linguistic mistakes within micro-
seconds. Such responsive behaviour may become automatic as teachers gain more experience 
and acquire a level of expertise (not necessarily parallel to age). Successful teachers align their 
‘online decision making’ (Walsh, 2011: 220) with the pedagogical goal of the moment. As research 
in the last two decades has clearly documented, the convergence between pedagogical goals and 
unfolding classroom interaction (Seedhouse, 2004; Walsh, 2011; Sert, 2015) is perhaps one of the 
most important means of creating learning opportunities for students.

Opportunities for language learning are facilitated if interactional practices are fine tuned to the 
goal of teaching the L2. This requires a teacher’s being responsive to the moment, also referred to 
as the principle of contingency (Waring, 2016); thus, closely related to the awareness teachers have 
with regards to language and interaction. Teacher Language Awareness (Walsh, 2003) is a facilita-
tor of teacher development. It gradually and eventually transforms the more abstract construct of 
awareness into a set of skills that teachers develop, namely Classroom Interactional Competence 
(Walsh, 2006, 2011), described as the ability to mediate and assist classroom language learning.

Mainly using conversation analytic methods, researchers of L2 classroom interaction have 
documented the interactional manoeuvres of teachers so as to understand the microscopic 
details of instructed language learning and teaching. In this chapter, I first provide a review of 
classroom interaction research with a focus on the role of teacher talk in facilitating language 
learning opportunities. I then present how classroom interaction and teacher development are 
closely related by reviewing research in both initial teacher education and in-service teacher 
education, referring mainly to SETT and CIC (Walsh, 2006, 2011), and IMDAT (Sert, 2015). 
After presenting research on the longitudinal development of L2 CIC, I make a case for a tech-
nology-enhanced, reflective, and micro-analytic teacher education framework, present practical 
applications, and discuss future directions.

15
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Current perspectives on L2 classroom interaction  
in teacher education

With its robust analytic tools that unpack social actions that teachers and students deploy in 
classrooms, conversation analysis (CA) has recently played a prominent role in describing micro-
level details of teaching and learning events in L2 classrooms. The empirical findings evidencing 
language learning in conversation analytic studies of classroom interaction (e.g. Hellermann, 2008; 
Markee, 2008; Sert, 2017) as well as studies that describe pedagogical activities with a focus on 
interactional practices of teachers and students (e.g. Waring, 2009; Sert and Walsh, 2013; Matsu-
moto and Dobs, 2017) have huge potential to inform teacher education. However, to be able 
to reach out to teacher educators and teachers, we may need to go beyond what research from 
classroom interaction studies find. We need to (1) make practitioners aware of the importance of 
classroom interaction in relation to learning, (2) provide them with tools to integrate classroom 
interaction into teacher education, and (3) bring developmental evidence to illustrate change in 
teaching practices over time.

Teacher talk, classroom interaction, and language learning opportunities

In language classrooms, as Walsh (2006) claims, teachers ‘play a much more central role than that 
advocated under both Communicative Language Teaching and Task-based Language Learning’ 
(p. 3). The centrality of teacher-talk in facilitating or hindering student participation, and thus 
engagement, has been found to be key for creating opportunities for language learning (Walsh, 
2002). Researchers have focused on different aspects of teacher talk. Waring (2008), for instance, 
shows that although explicit positive feedback (e.g. when an L2 teacher says ‘very good’ in 
response to a student answer) produced by a teacher may be sequentially and affectively pre-
ferred, pedagogically it may hinder learning opportunities. In a more recent study, Fagan (2014) 
illustrates that ESL teachers’ positive feedback turns may maintain interactional flow and ensure 
‘information clarity with all learners in the class in relation to the goals of the immediate talk’ 
(p. 45). In another important study, Jacknick (2011) illustrates instances of student agency when 
learners, rather than teachers, initiate turns in language classrooms, ‘revealing students’ ability to 
control sequences of talk in the classroom’ (Jacknick, 2011: 49). Managing learner initiatives suc-
cessfully (Waring, 2011) has been found to be an important teacher skill in language classrooms, 
and the ways teachers manage interaction in such sequences, as it has been reported, may be 
‘advancing learning’ (Waring et al., 2016).

One of the most influential researchers that adopt a conversation analytic methodology to 
investigate L2 classroom interaction is Seedhouse (2004), who provides a detailed description of 
the interactional dynamics of L2 classrooms. Taking the position that any sort of generalisation 
is not comprehensive enough to understand local management of interactions in classrooms, 
Seedhouse (2004) has developed a variable perspective and showed that there are L2 classroom 
contexts ‘each with its own pedagogical focus and corresponding organisation of turn taking 
and sequence’ (p. 101). He proposes four L2 classroom contexts; namely, form-and-accuracy, 
meaning-and-fluency, task-oriented, and procedural. His work has contributed to our under-
standing of the dynamic nature of interactions in classrooms, and has brought evidence regard-
ing the reflexive relationship between pedagogy and interaction. The variable approach taken 
by Seedhouse (see also Seedhouse, 2019) to the analyses of L2 classroom interaction has had 
growing impact on future work in this field.

Taking a variable approach to the analyses of classroom interaction, Walsh (2006, 2011) has 
developed the notion of Classroom Interactional Competence, defined as the ability ‘to use 
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interaction as a tool for mediating and assisting learning’ (2011: 158). The concept of CIC 
encompasses the features of classroom interaction that make the teaching/learning process more 
or less effective. These features are (a) maximising interactional space; (b) shaping learner con-
tributions (seeking clarification, scaffolding, modelling, or repairing learner input); (c) effective 
use of eliciting; (d) instructional idiolect (i.e. a teacher’s speech habits); and (e) interactional 
awareness. It can be argued that all these interactional features become meaningful as long as 
they coincide with the pedagogical goal of the moment (Walsh, 2006). For instance, explicit 
corrections in a speaking activity when the focus is on meaning and fluency (i.e. what Walsh 
calls the classroom context mode) may be obstructive as it may be interruptive. This variable 
approach and the sensitivity towards local contingency in classroom talk has influenced more 
recent studies which have paid significant attention to multimodal and multilingual aspects of 
classroom interaction.

Sert (2015) builds on Seedhouse’s classroom contexts and Walsh’s notion of CIC to describe 
the ways epistemic, multimodal, and multilingual resources help us understand learning and 
teaching events in L2 classrooms. Using data that includes EFL classrooms in Luxembourg and 
Turkey, he examines the verbal and multimodal features of teacher–student interaction; includ-
ing gaze, gestures, and orientations to classroom artefacts. It builds on the knowledge-base of L2 
teachers’ interactive skills by showing that the ways (1) teachers respond to students’ use of first 
language(s), (2) manage interactional troubles, (3) visualise their actions through gestures, and 
(4) display awareness of unwillingness to participate have pedagogical and interactional conse-
quences. Based on empirical findings, the book goes on to provide tips for teachers and extends 
these findings for investigating and enabling teacher development, which will be presented in 
the following sections.

In an attempt to theorize pedagogical interaction using conversation analysis, Waring (2016) 
argues that there are three main principles that revolve around what teachers do in classrooms. 
These three principles are competence, complexity, and contingency. The principle of compe-
tence includes teachers’ sensitivity to competency concerns of students in interaction, while 
complexity is about the ways teachers manage to accomplish multiple actions by producing a 
single turn. The principle of contingency, on the other hand, is concerned with the idea that 
teaching requires being responsive to the moment. This principle goes in line with the find-
ings of aforementioned studies (Seedhouse, 2004; Walsh, 2011; Sert, 2015) in that the responsive 
behaviours of teachers should converge with the pedagogical goal of the moment, closely tied 
to the skills teachers show in online (Walsh, 2011) interactive decision making (Walsh, 2011; Li, 
2017).

Conversation analytic studies of L2 classroom interaction have been influenced by recent 
trends in micro-analytic research on (L2) interaction, including epistemics (Sert, 2013; Sert 
and Jacknick, 2015; Kääntä, 2014; Lee, 2015; Rusk et al., 2016), multimodality (e.g. Käänta, 
2012; Mortensen, 2016; Matsumoto and Dobs, 2017; Sert, 2015), and participation practices (e.g. 
Hazel and Mortensen, 2017; Evnitskaya and Berger, 2017). One of the important constructs in 
L2 classroom interaction research circles has been the development of L2 Interactional Compe-
tence (e.g. Cekaite, 2007; 2017; Hall et al., 2011; Pekarek Doehler, 2018), which has generally 
been dealt with from learners’ perspectives. Studies that track longitudinal development of L2 
interactional competence of students in various contexts (see, for instance, Watanabe, 2017 for 
EFL classrooms in Japan) have lots to offer us with regards to how the interactional resources 
students deploy change over time. Such studies can also be reinvestigated to reveal what teach-
ers do to co-construct classroom learning opportunities, the results of which may in long term 
inform teacher education.
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Published extracts from the studies that portray L2 classroom interaction can be used in 
teacher education. They can become useful materials to raise L2 teachers’ awareness on class-
room interaction, which may in turn inform future practices. Consider the extract that follows, 
for instance (see Appendix 1 for transcription conventions).

Extract 15.1 Mutter

1 Tea: do you know what mutter ↑means. ((students avoid mutual gaze))
2 → Mar: °no:°.
3  +shakes her head

Tea: +turns his body towards Mar
4 Tea: °you don’t0 ↑know.
5 Tea: it means almost to whisper to:: speak er: qui-
6  very quietly, and when you just hea::r,

#1#?#3

7 Tea: er:::, (word here and there),
8 Mar: +((imitates muttering sound))
9 Tea: ex↑actly (.) then you are muttering.

Sert and Walsh (2013: 554)

This extract showcases how an EFL teacher in Luxembourg successfully manages a student’s 
claim of insufficient knowledge and creates a learning opportunity evidenced by the display 
of understanding in line 8. In line 1 the teacher (TEA) asks the meaning of the word ‘to mut-
ter’, which receives a no knowledge claim in line 2. From lines 5 to 7, the teacher deploys a 
resource to manage the student’s knowledge gap, namely an embodied vocabulary explanation, 
by synchronising his bodily gestures with his explanation. In line 8, by producing a sound that 
resembles muttering, the student displays her understanding. Such an extract, with simplified 
transcriptions, can be integrated into a teacher education session in which the teachers discuss 
management of troubles in L2 classrooms. With written or oral instructions, the teachers in 
training can be asked to identify the problem in groups and discuss the ways this particular 
teacher resolves the problem.

Although such activities and tasks in teacher education programmes can be useful for teach-
ers to increase their awareness on interaction, published extracts may not be as effective as video 
materials that provide rich audio-visual input. Furthermore, rather than reading an extract from 
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previously published work, teachers may benefit more from recordings of their own contexts 
and by actively engaging in reflective dialogic processes (Mann and Walsh, 2017). In terms of 
practice, such an application requires reflection on recordings of own classrooms. In terms of 
research, it may require going beyond conversation analysis of classroom interactions only, and 
may necessitate other tools for qualitative data collection and analysis. In their research, Lazara-
ton and Ishihara (2005) argue that ‘the microanalysis of classroom discourse and the teacher 
self-reflections complement each other by providing insights that neither method generated in 
isolation’ (p. 529). In the following section, I refer to research that advocate ‘reflection on class-
room interaction’ in teacher education programs.

Classroom interaction, reflection, and L2 teacher education

One line of research that has brought together conversation analysis methodology and teacher 
education is represented by studies on the interactional organisation of mentor/trainer – teacher 
talk (e.g. Kim and Silver, 2016; Waring, 2013, 2014, 2017) and collaborative post-observation 
feedback practices (e.g. Harris, 2013). Such research is important in teacher education because 
interactional events like post-observation feedback sessions create space for development 
through dialogic reflection and feedback, and they build a bridge from classrooms to reflective 
development, especially if classroom videos are also used in these sessions. Remembering that 
such encounters are also dialogic, the sensitive nature of advice giving, elicitation of reflection, 
and providing feedback have been subject to discursive research.

Based on 50 video-recorded post-observation meetings with English as a Second Language 
teachers in the US, Waring (2017) closely investigates the interactional dynamics of mentor-
teacher talk. She argues that such settings necessitate delicate use of interactional resources 
as they entail pointing out problems and proposing solutions, both of which may challenge 
teachers’ competence. Her findings reveal an interactional resource, namely going general, which 
promotes ‘teacher alignment and facilitates professional socialization’ (20).

In another recent study carried out in a teacher education context in Singapore, Kim and 
Silver (2018) show the ways professional roles of feedback-provider vs. facilitator of reflection 
are enacted in post-observation feedback sessions. They demonstrate that different sequential 
placement of queries by mentors may limit or facilitate affordances for reflection, and may, as 
a result, lead to teacher development. Such roles (feedback-provider vs. facilitator of reflec-
tion) or identities that emerge in these dialogic encounters are crucial in teacher development. 
Morton and Gray (2018) argue that trainers and trainees in teacher education contexts position 
themselves and others with ‘an eye to roles and identities that cannot be separated from issues of 
knowledge and competence’ (36). If competences enacted in classrooms are used together with 
the reflective dialogic processes in teacher education, there will be, I would argue, more room 
for development.

Using discursive methods, one of the early attempts to bridge what actually happens in 
classrooms in comparison to what is reported by teachers is Li and Walsh’s (2011) study car-
ried out in Chinese EFL contexts. The authors argue that a research methodology combin-
ing ‘interview and classroom data is more capable of showing the very important relationship 
between stated beliefs and interaction’ (53). Li and Walsh’s study has informed studies that relate 
to teacher experience and teacher cognition in relation to teacher education (Fagan, 2012, 2017; 
Li, 2017). Using discursive methodologies, Li (2017) investigates both pre-service and in-service 
L2 teacher education settings and provides the bases for what she refers to as cognition-in-
interaction. Her work is significant in that it challenges previous work on teacher cognition, 
moving teacher cognition from a quantitative and/or perception-based paradigm to a discursive, 
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more dialogic one. Researchers have increasingly followed dialogic pathways in teacher educa-
tion (Walsh and Mann, 2015; Mann and Walsh, 2017), and the field has now increasingly been 
witnessing classroom interaction based teacher education frameworks, including SETT (Walsh, 
2006, 2011), IMDAT (Sert, 2015), and SWEAR (Waring, 2019).

SETT (Self Evaluation of Teacher Talk) is a teacher education framework that aims to con-
tribute to teacher development through classroom interaction (Walsh, 2006, 2011, 2013), and 
initially emerged based on Walsh’s (2006) study carried out in a UK university’s English lan-
guage centre. It developed out of teachers’ reflections on their own interactional practices. 
SETT includes four classroom micro-contexts (known as modes), namely; (1) managerial 
mode, (2) materials mode, (3) skills and system mode, and (4) classroom context mode, each of 
which has its own distinctive fingerprint (Heritage and Greatbatch, 1989) identifiable accord-
ing to the pedagogic goals in a given classroom moment and specific interactional features, 
known as interactures (see Walsh, 2011: 113 for a complete list). Driven by an applied con-
versation analytic framework, SETT provides teachers with a set of tools to engage in critical 
self-reflective practices based on their own classroom interactions and has inspired teacher 
educators around the globe. It facilitates teacher language awareness (Walsh, 2003) and helps 
teachers identify obstructive and constructive language teaching practices that promote or 
hinder learning opportunities.

SETT has been adopted in both researching classroom interactional practices and training L2 
teachers. Howard (2010), for instance, adopts this framework to reveal the existence (or other-
wise) of typical language classrooms and brings evidence to the existence of classroom modes. 
SETT has also been used to code classroom interaction data, for instance for understanding the 
impact of interactive whiteboards on teacher-student interaction in a Spanish context (Coyle, 
Yanez and Verdú, 2010). Furthermore, it has also informed methods of analysing classroom 
interaction. Yang (2014) uses SETT to investigate discourse markers in Chinese EFL classroom 
interaction using corpus linguistics in combination with a ‘modes analysis’, informed by SETT. 
As a tool for training teachers, the contexts it has been used in include and go beyond Hun-
gary (Skinner, 2012), Iran (Ghafarpour, 2017), and Turkey (Aşık and Kuru Gönen, 2016; Ünal, 
Bozbıyık and Acar, 2018). In addition to shaping their teacher education programme using 
SETT, Aşık and Kuru Gönen (ibid.) investigate pre-service teachers’ perceptions of the use of 
SETT and their development, revealing positive outcomes reported by EFL teachers in Turkey. 
SETT has been central to conceptualising L2 Classroom Interactional Competence, which was 
summarised in the previous section.

CIC includes a set of practices that help create more engaging L2 classrooms, e.g. maximising 
interactional space, shaping learner contributions, and effective elicitation. CIC is at the heart 
of IMDAT (Sert, 2015, 2019a), a teacher development framework that is micro-analytic and 
reflective. IMDAT involves a series of steps in teacher education that includes (I)ntroduction of 
CIC to teachers, (M)icro/initial-teaching experiences, (D)ialogic reflection on video-recorded 
teaching practices with the help of a mentor/supervisor/trainer, (A)nother round of teaching 
observed by a peer and (T)eacher collaboration for peer-feedback. IMDAT integrates visual 
experiences (through the use of videos) and micro-analyses into various forms of dialogic and 
written reflective practices driven by analyses of classroom interactions. Sert’s IMDAT enables 
a longitudinal take on teacher education and expands SETT and CIC in its inclusion of multi-
modal (e.g. teacher gestures), multilingual (e.g. teachers’ methods for handling L1 use, see Sert, 
2019a; aus der Wieschen and Sert, 2018), epistemic (e.g. identifying and responding to knowl-
edge gaps) and participatory (e.g. (un)willingness to participate) aspects of classroom interaction.

A very recent teacher education framework that incorporates classroom interaction into 
its pedagogical agenda has been proposed by Waring (2019). Waring takes heteroglossia as her 
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point of departure in classroom interaction, arguing that classroom interaction, and in particular 
teacher talk, can be heteroglossic:

a particular utterance can be saturated with more than one voice or achieve more than one 
goal, and a particular sequence can attend to multiple demands that the teachers manage on 
a daily basis: order, equity, learning, participation, progressivity, and inclusiveness. By deftly 
recruiting heteroglossia, teachers may succeed in, for example striking a delicate balance 
between exercising necessary control and fostering an open space for participation.

With its emphasis on student participation and engagement, SWEAR framework promises to 
help teachers to develop heteroglossia to manage paradoxes of classrooms. The framework con-
sists of five stages that include (1) (S)ituating a problem, (2) (W)orking with a classroom record-
ing, (3) (E)xpanding discussions, (4) (A)rticulating strategies, and (5) (R)ecording and repeating. 
Waring (ibid.) argues that the framework is best used ‘as a way to enhance teachers’ awareness of 
the challenges and possible solutions in classroom talk’.

Frameworks like SETT, IMDAT and SWEAR can be useful for language teachers as they 
encourage the use of recorded classroom interaction as well as dialogic reflection and feedback 
sessions, which facilitate awareness, criticality, and developmental points of departure that may 
inform future practice. Nevertheless, more research is required since identifying changes in 
teaching practices is a complex issue. In particular, longitudinal studies are required to be able 
to document the development of teachers who create more engaging classrooms. Discursive 
methods that combine analyses of classroom interactions with other qualitative data collection 
tools have proven to be useful so far, in particular in displaying the development of L2 Classroom 
Interactional Competence.

Research on the longitudinal development of L2 CIC

Although research on CIC in relation to teacher education has been around for a decade now, 
there is relatively little research which tracks the development of language teachers over time. 
One of the early examples is Escobar Urmeneta’s (2013) study, which focuses on the develop-
ment of a CLIL (Content and Language Integrated Learning) teacher in a Spanish context 
throughout one academic year, using multimodal conversation analysis and ethnographic con-
tent analysis. She shows how a student-teacher (who had been unable to promote student par-
ticipation at the beginning of the year) – after recording, transcribing and reflecting on her own 
practice – starts using a more learner-convergent language, including a more efficient use of L1, 
showing signs of development in her CIC.

Based on an adoption of CIC to CLIL contexts proposed earlier by Escobar Urmeneta and 
Evnitskaya (2013), Escobar Urmeneta and Evnitskaya (2014) describe how CIC is enacted by 
participants while developing a teacher-led discussion based on data from a bilingual Catalan-
Spanish secondary school classroom in Barcelona. Their findings reveal that teachers’ deploy-
ment of multimodal resources favours learner initiated turns leading to sequences of mediation 
and remediation, ‘providing the students with opportunities for the appropriation of language 
and content’ (Escobar Urmeneta and Evnitskaya, 2014: 178).

In a Turkish EFL teacher education context, Sert (2015) tracks the development of pre-service 
language teachers over a year using analyses of teacher fronted classroom interaction as well as 
reflective writing and observation reports. The study documents how a novice language teacher 
becomes aware of a problem in facilitating student engagement in a speaking activity. The study 
then presents qualitative findings on this particular teacher’s CIC, with a focus on a construct called 
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shaping learner contributions (Walsh, 2011; Can Daşkın, 2015). This research provides empirical evi-
dence for teacher development, showing how the same teacher becomes aware of this phenomenon 
and finally employs interactional resources that engage students, including embedded and embod-
ied correction techniques in addition to embodied vocabulary explanations. Sert (2017) goes on to 
bring evidence based on the same teacher, this time not just for this teacher’s effective management 
of interaction, but also the students’ engagement as well as learning of a vocabulary item.

The stages of IMDAT (see Figure 15.1), as suggested in the previous section, has been found 
to help teachers develop teacher language awareness first, and eventually help them develop 
classroom interactional competence. More recently, video-tagging technology as well as other 
forms of reflection and feedback practices have been included in tracing the development of L2 
CIC (Bozbıyık, 2017; Sert and Bozbıyık, 2017; Sert, 2016, 2019a), thus teacher development. 
Such an addition has boosted the micro-analytic and reflective nature of IMDAT with a prac-
tical technological element. The following section will present a guide for implementing this 
technology-enhanced, reflective, micro-analytic teacher education framework that combines 
classroom interaction with other tools, including stimulated recalls, trainer-teacher and teacher-
teacher feedback sessions, as well as reflective writing.

A practical application to integrate IMDAT into  
L2 teacher education

In what follows, each phase of IMDAT will be described in some detail, using classroom excepts 
and other data based on reflections and feedback sessions to provide the readers with practical 
and data-driven insights. It should be noted that a video tagging software, VEO,1 has also been 
integrated into this micro-analytic, reflective teacher education programme that was imple-
mented at a Turkish higher education institution with pre-service English language teachers. 
The use of a video-tagging mobile application created affordances for data-led reflection and 
observation (see Çelik, Baran, and Sert, 2018). The data-led nature of reflection on interaction is 
suggested as a powerful endeavour in teacher education (Walsh and Mann, 2015), as observations 
get visually empowered when a video-tagging software is included (Haines and Miller, 2017).

1. Introducing CIC 2. Micro-teaching 
/Initial teaching

3. Dialogic 
reflection (trainer-
trainee feedback 
and critical self- 

reflection)

4. Another round 
of teaching

5. Teacher 
collaboration and 
critical reflection

Figure 15.1  IMDAT: A classroom interaction driven, technology-enhanced and reflective 
teacher education framework
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The initial stage, (I)ntroducing CIC, is meant to include short introductory hands-on sessions, 
aiming to introduce basic tenets of CIC using published extracts as well as accompanying vid-
eos where possible. The (M)icro-teaching/initial teaching phase requires teachers in training to 
prepare short teaching sessions, but can be as long as a full lesson if required. The session needs 
to be observed by a trainer/mentor, but can also be video-recorded using a video-tagging tool 
(e.g. VEO) or a camera. The third phase is a (D)ialogic reflection/feedback session between 
the trainer and the trainee teacher, followed by a critical self-reflection in written form. This 
part also requires the review of tagged moments if VEO is used. The fourth phase, (A)nother 
round of teaching, requires peer-observation. The final phase, (T)eacher collaboration and criti-
cal reflection, involves collaborative peer-feedback and another piece of reflective writing. The 
whole framework that involves an evolving ‘teacher language awareness’ (Walsh, 2003) and the 
development of L2 Classroom Interactional Competence can be described in detail as follows:

Step 1. Introducing CIC

In the initial phase of IMDAT, teachers in training receive a hands-on training, up to three sessions, 
so that they become familiar with the basics of L2 Classroom Interactional Competence and under-
stand the importance of classroom interaction in teaching. This is an important requirement in that 
the introductory session gives candidates ‘the language to be used’ in reflections and peer-feedback, 
for instance different types of teacher questions and repair. The introduction should be designed 
exemplar-based by using published extracts from real classrooms, and if possible with sample videos 
(see Sert, 2019a for more on selecting these materials based on a comparative framework). If there are 
no videos available, then extracts in a variety of publications on CIC (e.g. Seedhouse and Walsh, 2010; 
Walsh, 2002, 2006, 2011, 2012, 2013; Walsh and Li, 2013; Sert and Walsh, 2013; Sert 2015, 2017) can 
be used while introducing the concepts. In an ideal three classroom-hour session, the first two can 
include the introduction of CIC concepts given below, with a whole class and hands-on workshop 
led by the trainer, while the third hour could include teachers’ working on the transcripts together in 
pairs and groups. The following constructs can be introduced:

1a) Maximising interactional space

The teachers can be made aware that promoting extended learner turns is a significant indica-
tion of enhanced learner participation. This can be possible via increased wait-time, allowing 
planning time, and invitations for elaboration and additional learner participation.

1b) Shaping learner contributions

Examples of seeking clarification, scaffolding, and repairing learner input can be used. In repair 
sequences, both embedded corrections in meaning and fluency contexts and direct repairs in 
form-and-accuracy contexts can be illustrated. Extract 8.2 in Sert (2015) and how teachers’ 
actions turn into opportunities for learning illustrated in Sert (2017) can provide good examples 
to teachers both for maximising interactional space and shaping learner contributions. Teachers 
can also be encouraged to study the relevant extracts in Walsh (2011) and Can Daşkın (2015).

1c) Effective use of eliciting

Teacher initiations that facilitate extended learner turns in both form focused and meaning 
based activities can be exemplified. Different resources like DIUs can be illustrated and discussed 
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as hints in grammar focused (see Sert and Walsh, 2013: 556) or vocabulary-based (Sert, 2015: 
102) episodes.

1d) Using goal-convergent language and interactional awareness

Being responsive to the moment in line with the pedagogical goal, namely mode-convergent 
language (Walsh, 2006, 2011), is extremely important. For instance, the ways student errors are 
treated (or not) can be illustrated using extracts 2.7 and 2.8 in Sert (2015). Teachers’ responses 
to learner initiatives (Waring, 2011; Sert 2015, 2017) to deal with pedagogical shifts can be dis-
cussed using relevant extracts.

1e) Successful management of claims/displays of insufficient knowledge

Examples of different ways ‘I don’t knows’ or very long silences are treated can be discussed 
using the extracts in Sert and Walsh (2013) and Sert (2013). The interactional resources 
that promote participation after these interactional troubles can be discussed, also consid-
ering different ways students display unwillingness to participate (Sert 2015, extracts 4.3 
and 4.4).

1f) Effective use of gestures

The ways teachers employ gestures in correction (e.g. Sert, 2015: 94), elicitation (e.g. Sert, 2015: 
102), and explanation sequences can be exemplified and discussed. How such resources lead to 
learning opportunities (Sert, 2017 for embodied and embedded repair and embodied explana-
tions) need to be explicated, also using extracts in studies that focus on different aspects of lan-
guage, including grammar (Matsumoto and Dobs, 2017).

1h) Successful management of code-switching

Different ways teachers respond to students’ use of their first languages can be illustrated based 
on Chapter 6 in Sert (2015), and how a teacher can display dual orientations based on the peda-
gogical goals can also be shown, using extracts 6.9 and 7.1 in Sert (2015). Excerpts in Üstünel 
and Seedhouse (2005) and Üstünel (2016) may also be useful.

It would be ideal if teachers are encouraged to read relevant articles before and after the 
introduction sessions. Reading an introductory study before the session (for instance Walsh, 
2012), and an optional article with a narrower focus (e.g. a focus on mother tongue use, or cor-
rective feedback) after the session would be a good strategy to use. Upon completing this first 
step of IMDAT, the teachers should be asked to prepare a micro/initial-teaching session which 
will be observed by the trainer, preferably using a video-tagging tool.

Step 2. Micro/initial-teaching

The lesson to be observed by the trainer ideally includes the use of a video-tagging tool like 
VEO, considering different aspects of classroom interaction. The tagset (Figure 15.2) can include 
a variety of aspects of classroom interaction, like questions and corrective feedback types, L1 
use of the students, and the use of body language. During the recording, the trainer can tag 
moments which will be of value for future reflection, and these tags can be accompanied by 
field notes.
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Step 3. Dialogic reflection and trainer feedback

Post observation feedback right after a lesson ends is important for teachers, especially if they 
can immediately see what they have done in a specific lesson. Being able to go through a class-
room video immediately with a trainer is possible through a video tagging software, using which 
a trainer has already identified points of reflection and feedback while observing. A dialogic 
reflection has to be carried out, during which the trainer walks the candidate through some fea-
tures of classroom interaction observed. At this stage, VEO provides opportunities for stimulated 
recall. What follows is a sample trainer (TRA)-trainee (TEA) dialogue (translation in bold) in 
a post-observation session with VEO, based on data I collected recently in a Turkish pre-service 
teacher education setting:

Extract 15.2 VEO Enhanced feedback session, April 2017

01 TRA: soru tiplerine bakalim (biraz)
let’s have a look at the question types

02 (13.6) ((VEO video playing))
03 şimdi şey guzel .hh <şimdi> did you vesaire gibi
04 yes no (0.3) type questionlarda bi yes no
05 geldikten sonra Ustune (.) aninda elaboration
06 question (0.1) burda yaptiğin gibs =
07 TEA: =hihi=

uh huh
08 TRA: =err[sorman güizel bişey]

Figure 15.2 VEO teacher tagset
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Now, It Is good. It’s a [good thing that you ask] an elaboration ques-
tion tight
after a yes or a no response that follows a yes no type question like 
“did sou”

09 TEA: (hocam1 bunda şeyden] şim- eer hocayi
10 gôzlemlediğimiz zamanlarda <fark ettim de> genellikle
11 bu simple past tense’i (0.4) genellikle
12 yes no questionlarla veriyo o yuzden=

[hocain It’s because] now – I noticed when we were obserslng the 
(mentor)
teacher, generally (she) generally provides (examples of) simple past 
tense with
yes/no questions

13 TRA: =hl[h1 ]
uh huh

14 TEA: [kor] kutmamak için başta bi onla giriyim [dedim]
I thought I should start that was at the beginning not to [sra]re 
students

In this extract, the trainer brings in the topic of questions types (line 1) based on a moment in 
the lesson tagged using VEO. He then starts playing the video, illustrated in Extract 15.3, on the 
mobile device:

Extract 15.3 Tagged classroom moment

01 TEA: bookshop yes↑ (0.5) did you go to the bookshop?
02 (0.3) murat?
03 STU: °yes I did°=
04 TEA: =yes (0.3) u::h which book (0.3) did you buy (0.5)
05 which book (0.1) remember?

The trainer provides a positive evaluation at the beginning of line 03 and in line 08 in Extract 
15.2, considering the fact that when the teacher asked a yes/no question, she followed up with 
an elaboration question (line 03 to line 06). Since the teacher is also watching the video at the 
same time, this evidence-based feedback (Extract 15.3 is the episode they are talking about) 
elicits immediate reflection from the teacher. The teacher first refers to the mentor teacher (an 
experienced teacher) she has been observing before with this class, and argues that the men-
tor teacher generally provides examples of past tense using yes/no questions (lines 09–12). She 
justifies (line 14) her point by also adding that she did not want to scare the students by doing 
something different at the beginning of her first class.

As can be seen in Extracts 15.2 and 15.3, using a video tagging tool can facilitate evidence  
based feedback and reflection at this stage of IMDAT. The point here is not whether  
this feedback leads to ‘good’ teacher behaviours, but it is that it provides visual evidence for 
reflection during a feedback session, and therefore creates a data-led (Walsh and Mann, 2015) 
developmental experience. In addition to this dialogic feedback and reflection phase, this stage 
of IMDAT also includes ‘critical self-reflection’ in written form. The teachers can be asked to 
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write a critical reflection (see sample guidelines in Appendix 2), focusing on examples in which 
they successfully engage students to the lesson, and in which they think they fail to do so. The 
process helps the teachers focus on micro details through repeated watching and reviewing the 
tags, thus facilitates critical reflection. The teacher who featured in the previous two extracts has 
written the following:

Extract 15.4 Critical reflective writing

firstly I asked a closed question like Did you go to the bookshop before? at 02:58. Then, 
to elaborate on their answers, I asked some open questions about their experiences 
in those places such as Which book did you buy?, Have you ever read any English books 
before?, etc. This was successful in terms of elicitation of vocabulary items and practice 
in speaking.

The teacher watches the same episode together with many other parts of her lesson video, and 
further reflects on the question type she used (closed questions vs. open questions) by referring 
to the teaching experience in minute level detail (at 02:58). She assesses her practices as suc-
cessful, and argues that the strategies she has employed have been conducive to elicitation of 
vocabulary and to speaking skills of the students in general.

The next step of IMDAT is another round of teaching, to be observed by a peer rather than a 
trainer. The first reason to have a peer-observation and feedback practice is to balance the power 
relations in the training process, simply due to the potential dominance of a trainer or a mentor 
who assesses the teachers. Second having gone through the trainer-feedback process, the teach-
ers have seen a model of feedback giving that they can selectively rely on in their own feedback 
giving reflective session. The use of VEO here is again very useful, as the videos shared on the 
video portal that is available through VEO app will be accessible by the trainer, and thus further 
trainer feedback will be possible.

Step 4. Another teaching session

Based on their experiences of preparing a lesson plan, teaching, being observed, getting feed-
back, and critical reflection, the teachers are asked to teach another lesson, preferably towards 
the end of a school semester. Before the teachers prepare their lesson plans, they should be 
encouraged to have a look at the lesson plan they prepared before their first teaching, and 
notice the differences between the plan and what actually happened in the classroom. This 
will help them to carefully consider issues regarding time management, activities carried out, 
and language used to encourage student participation. After they prepare their lesson plan, 
the trainer can provide feedback and make suggestions for changes. The lesson this time is 
observed, video-recorded, and tagged by another trainee, without the existence of a trainer 
in the lesson. The teachers are asked to critically watch each other’s performances, by using 
the selected features of CIC and their previous experiences. Appendix 3 includes some of the 
guidelines used for this process with a group of teachers. This will prepare the grounds for the 
next phase.

Step 5. Teacher collaboration and critical reflection

Following on the previous step, the last phase of IMDAT involves an element of teacher collabo-
ration. After the candidates observe each other’s lessons, they repeat the stimulated recall cycle 
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described in Step 3, this time without a trainer and following the guidelines in Appendix 3. The 
teachers are encouraged to discuss all the moments tagged by playing parts of their teaching ses-
sions and referring to positive and problematic aspects of their teaching practices. Peer-feedback 
sessions, when a video-tagging software is used, can stimulate rich reflections and may facilitate 
critical thinking. One example of this, based on the data I collected in 2016, was provided as a 
vignette in Mann and Walsh (2017: 256). Another example comes from the same teacher (T1) 
who has featured in the last three extracts. In this extract, she receives feedback on how she 
responded to students’ use of L1 (i.e. Turkish) from her peer (T2):

Extract 15.5 Peer-feedback on the use of L1

01 T2: ya sorularx ingi- türkçe soruyorlar ama
02 sen ingilizce cevap verince (0.4) [iyi oldu]

they ask the questions in en- Turkish but it was good when you 
responded in
English

03 Tl:   [h1h1:]
04 T2: instruction olarak=

as instructions-
05 Tl: =>ben zaten onlain< cevaplarini da çevirip
06 hani bir daha [ingi]lizce
07 T2:       [hmhm↑]
08 Tl: olarak [söyledim]

I,in the first place, translated their answers and said in English again
09 T2: [evet işte] bu↑ çok güzel oluyor bence↑

[yes you see] this is very good in my opinion

In lines 01 and 02, the peer teacher (T2) who observes T1’s lesson provides a positive assessment 
(it was good) regarding the ways T1 responded in English to Turkish utterances produced by 
the students. This evidence-based (they are watching the episodes in VEO based on the tags) 
comment elicits reflection from T1, as she added that her L2 responses also included reformu-
lations from L1 to L2. In line 09, T2 displays alignment and takes personal stance followed by 
an explicit positive assessment (this is very good in my opinion). What is important here is 
that the focus on classroom interactions and the whole teacher education framework generates 
evidence-based reflection. These reflections are based on an increased teacher language aware-
ness and they enable the teachers in training to focus on various aspects of their lessons from a 
micro-analytic perspective. Whether the emerging and evolving teacher practices create learn-
ing opportunities for students or not requires an additional level of analysis, as documented in 
Sert (2017).

Conclusion and future directions

In this chapter, I have shown that empirical research on L2 classroom interaction in the last 
two decades has successfully documented teaching practices that can enhance engagement of 
students in L2 classrooms and that can facilitate learning opportunities. I have argued that the 
available classroom extracts and datasets from mediated language learning environments are rich 
resources that can be integrated into language teacher education. The attempts to help teachers 
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with CIC, SETT, and IMDAT, all of which aim to help teachers to be aware of the value of 
interaction for creating learning opportunities, have been strengthened now with innovations in 
video and mobile technology, a point I have tried to develop in the previous section.

One possible future direction in the field of L2 classroom discourse and interaction is to start 
comparing findings from classrooms all over the world to be able to generate training materials 
for teachers. Markee’s (2017) call for comparative reproduction research to investigate mas-
sively common teacher practices may help researchers of classroom interaction in many ways, 
especially in drawing conclusions for teacher education. Such a comparative agenda may feed 
into audio-visual materials development for teachers (see Sert 2019a). Emerging findings can 
be used to design video materials that facilitate evidence-based training. Issues including ‘how 
teachers should manage L1 use’, ‘what kind of corrective feedback is more beneficial in a given 
activity’, ‘which elicitation techniques are more fruitful’ are universal questions for teachers, and 
thus integrating such phenomena with visual materials into teacher education can be useful. 
Furthermore, how the language use of teachers and the development of interactional resources 
over time should also be considered as part of the research programme on ‘L2 Interactional 
Competence’ (Hall, Hellermann, Pekarek Doehler, 2011; Pekarek Doehler, 2018).

Video Enhanced Observation (VEO) in particular and integration of technology into 
teacher education in general require further research. We need to be able to facilitate visual 
reflective practices for teachers, and the use of flexible mobile technologies is the future, also 
considering the fact that what we understand from a word like classroom is going through a 
transformation. Online and technology enhanced training opportunities that put interaction in 
the centre of developmental agendas need to be created. VILTE (https://vilte.warwick.ac.uk/) 
and SETTVEO (https://englishagenda.britishcouncil.org/research-publications/elt-research-
awards/eltra-winners/eltra-2016-winners) projects, both supported by the British Council, 
are important steps to relise such goals. These technological tools can facilitate self-reflection 
practices, which can be useful for action research and mentor education (Dikilitaş and Wyatt, 
2017). A dialogue between researchers who focus on (1) classroom interaction from a conver-
sation analytic perspective, (2) action research and teacher research, (3) reflective practice, and  
(3) teacher cognition has lots to offer to the future of language teacher education.

It should be noted that classrooms are not places with physical walls, but they are virtual or 
physical places where learning is mediated. This is why more research is required for investi-
gating language learning practices in online environments (Balaman and Sert, 2017; Sert and 
Balaman, 2018) and online communication spaces designed for teachers. Classroom discourse 
research includes and is open to virtual environments. As an additional technological innovation 
in research, integration of eye-tracking technology to investigate teaching practices in teacher 
education is also important, since teacher gaze is an important element of student engagement 
(Sert 2019b), and engagement is key to learning (Walsh, 2006). There can be a future for artificial 
intelligence in education, but such a future requires massive amount of research documenting 
micro-level pedagogical practices that create learning opportunities. This is only one of the 
reasons why a micro-level analysis of interactional practices in teaching and teacher education 
has a never-ending potential.

Note

 1 The integration of VEO software (Video Enhanced Observation) was possible thanks to an EU grant 
(Project code: 2015–1-UKO1-KA201–013414). Details of the VEOEuropa Project can be found online 
at: <https://veoeuropa.com/> (accessed 22 May, 2019).
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Further reading

Sert, O. (2015). Social Interaction and L2 Classroom Discourse. Edinburgh: Edinburgh University Press.
Walsh, S. (2013). Classroom Discourse and Teacher Development. Edinburgh: Edinburgh University Press.
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Adapted from Hutchby and Wooffitt (2008).
(1.8) Numbers enclosed in parentheses indicate a pause. The number represents the 

number of seconds of duration of the pause, to one decimal place. A pause of 
fewer than 0.2 seconds is marked by (.)

[ ] Brackets around portions of utterances show that those portions overlap with a 
portion of another speaker’s utterance.

= An equals sign is used to show that there is no time lapse between the portions 
connected by the equal signs. This is used where a second speaker begins their 
utterance just at the moment when the first speaker finishes.

:: A colon after a vowel or a word is used to show that the sound is extended. The 
number of colons shows the length of the extension.

(hm, hh) These are onomatopoetic representations of the audible exhalation of air
.hh This indicates an audible inhalation of air, for example, as a gasp. The more h’s, the 

longer the in-breath.
? A question mark indicates that there is slightly rising intonation.
. A period indicates that there is slightly falling intonation.
, A comma indicates a continuation of tone.
- A dash indicates an abrupt cut off, where the speaker stopped speaking suddenly.
↑↓ Up or down arrows are used to indicate that there is sharply rising or falling 

intonation. The arrow is placed just before the syllable in which the change in 
intonation occurs.

Under Underlines indicate speaker emphasis on the underlined portion of the word.
CAPS Capital letters indicate that the speaker spoke the capitalised portion of the utter-

ance at a higher volume than the speaker’s normal volume.
° This indicates an utterance that is much softer than the normal speech of the 

speaker. This symbol will appear at the beginning and at the end of the utterance 
in question.

> <, < > ‘Greater than’ and ‘less than’ signs indicate that the talk they surround was notice-
ably faster, or slower than the surrounding talk.

APPENDIX 15.1

TRANSCRIPTION CONVENTIONS



236

(would) When a word appears in parentheses, it indicates that the transcriber has guessed 
as to what was said, because it was indecipherable on the tape. If the transcriber 
was unable to guess what was said, nothing appears within the parentheses.

£C’mon£ Sterling signs are used to indicate a smiley or jokey voice.
+ marks the onset of a non-verbal action (e.g. shift of gaze, pointing)
italics English translation
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1. Watch your video from the beginning to the end first, take notes based on your observation.
2. Go through the moments tagged in your lesson video.
3. Try to find the positive aspects and problematic aspects of your class.

Write a reflection

a. Briefly summarize your aim and classroom procedures that you planned for the lesson. Did 
your class go as planned? What are the differences between what you planned and what 
actually happened in the lesson?

b. Briefly describe a short segment in your lesson, which you found to be successful and 
engaging for your students. Refer to specific minutes and seconds where relevant.

c. Briefly describe a short segment in your class, which you found to be problematic and less 
engaging for your students. Refer to specific minutes and seconds where relevant.

d. Reflect on your and the students’ use of L1 (i.e. Turkish), the questions you asked to the stu-
dents, and the feedback turns. How did you manage student mistakes and correct answers? 
Think about what you did right after a student says something. What do you think about 
your own performance.

e. How did you manage troubles of communication? For example, long silences after you ask 
a question, or when a student shows that she does not know the answer, or displays unwill-
ingness to participate.

f. What would you change in your next class?

APPENDIX 15.2

GUIDELINES FOR CRITICAL 
SELF-REFLECTION
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1. Record one of your peer’s lessons and make sure they also record yours. While recording, 
use ‘language learning and teaching’ tagsets; you are free to choose the tags you want. Before 
you start recording, make sure that you can log in in advance. Put the name and surname of 
the teacher you are recording in the relevant text box, and also write which classroom you 
are recording (7C etc.).

2. After the lesson (immediately or sometime later) provide feedback to your peer. During 
the feedback session, do not just focus on ‘feedback’ giving, but remember that this is also a 
chance for your peers to reflect on their own classes.

3. Last, write a reflection paper on your performance during your second teaching. Refer to 
minutes and seconds and VEO tags where relevant. You may use the same categories/tags 
that you used in your first reflective paper if you like. Make sure that you also point out how 
things changed in the second teaching (or not).

APPENDIX 15.3

PEER FEEDBACK GUIDELINE
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Introduction

Even though the exact number of users of English in the world is difficult to state, recent esti-
mates show that English is said to have approximately 1.2 to two billion users (see, e.g., Crystal, 
2003; Graddol, 2006; Matsuda, 2012; Ostler, 2018), resulting in a great variety of World Englishes 
(see, e.g., Kachru, 1982, 1985, 1992; Kachru et al., 2009), the users of which have different needs. 
For a majority of those, English is not the L1 (first language). In fact, it is being used for different 
purposes and with different interlocutors, such as in EIL (English as an International Language) 
(Matsuda, 2012, 2017; McKay, 2002; Sharifian, 2009) and ELF (English as a Lingua Franca) 
(Jenkins, 1996, 2005, 2007; Seidlhofer, 2011; Mauranen, 2012) contexts, but also in EFL (English 
as a Foreign Language) and ESL (English as a Second Language) settings (e.g. Singapore). The 
line between these conceptualisations is not always clear-cut, as due to globalisation and, along 
with it migration, as well as the constant, dynamic intermeshing of users living side-by-side, the 
consequences are rapid changes of language use on societal and individual levels (Canagarajah, 
2007). This diversity of English language users creates challenges, though, when it comes to 
ELT practices (Matsuda, 2012) and to training future teachers to successfully cater to the diverse 
needs of their learners. The aim of this chapter is to present, evaluate and critique the principles 
and practices related to the wide range of Englishes currently being used in English Language 
Teacher Education and to discuss the challenges faced by educators and researchers alike.

The chapter starts with a discussion of current perspectives on the great variety of users of 
English today and different conceptualisations of relevance in this context, the implications of 
which are linked to teaching contexts as a next step. In the following, findings from current 
research that acknowledges the current changing status of English will be presented. The third 
section discusses possible applications and elaborates on examples of actual practices. In a final 
step, the reader will be provided with an annotated bibliography of groundbreaking, as well as 
recent, publications on the topics discussed in the present chapter.

Current perspectives

Clearly, English has established itself as an international language (Matsuda, 2012) and ‘is [often] 
the communicative medium of choice, and often the only option’ (Seidlhofer, 2011: 7). Today, 
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with non-native English speakers (NNES) outnumbering by far English native speakers (ENS), 
the long-held teaching and learning goal of being able to communicate with L1 users seems 
somewhat outdated, as it is ‘only partially true, and thus pedagogy that introduces students only 
to the English varieties, people and culture of the Inner Circle countries is simply inadequate’ 
(Matsuda, 2012: 5). It is, consequently, imperative to provide learners of English with an under-
standing of the variation explained above, which also implies equipping teachers with knowl-
edge about and raising their tolerance towards World Englishes (Kirkpatrick, 2007). This helps 
depict a realistic picture as, more often than not, learners today engage in English conversations 
with people who do not share their L1 for mutual understanding to ‘bridge communicative 
gaps’ (Phillipson, 2008: 262).

Another highly controversial distinction, which is linked to the diversity of English users 
found these days, is the above-mentioned distinction between native speakers (ENS) and non-
native speakers (NNES). Insisting on such a distinction often goes hand in hand with establish-
ing a norm or standard, which also implies possible deviations from such a norm, and suggests 
a superiority of ENS varieties. In fact, it is not about deficit, but difference (Cook, 2016) and 
NNES, for instance, are language users in their own right and should be seen as such rather than 
as using a language in a restricted way of a(n idealised) monolingual native speaker of said lan-
guage. Dewaele (2018) suggests overcoming this dichotomy by introducing new terms, such as 
‘LX user’ instead of ‘non-native speaker’ (NNS). LX is a neutral label that can be used to refer to 
any foreign language user. Like Cook (1999, 2007), he aims at avoiding the dichotomy between 
NS and NNS because of their deficit-orientedness and implied inadequacy. What all LX users 
have in common is previous knowledge of (at least) their L1. As the languages a person knows 
mutually influence each other, and by definition no one can become an NS of anything other 
than one’s L1 (Cook, 2012, 2016), the question arises as to why ENS still seem to be a highly 
important reference group in the EFL classroom. Frequently, their varieties are portrayed as the 
norm and absolute goal to be reached by NNES – a goal, which is strictly speaking elusive as it 
can never be reached by (at least a majority of) LX users (Cook, 2007, 2012, 2016). Moreover, 
ENS are no homogenous group themselves. Variation can be found in this group too, and their 
heterogeneity is not merely linked to regional variation as such, but also variation at the level of 
proficiency (Dewaele, 2018). The term ‘native speaker’ is often associated with high proficiency 
in this language, which is not necessarily the case. Research shows that language attrition can 
also affect the L1 (see, e.g., Schmidt, 2011). As multilingualism rather than monolingualism 
has become the norm in modern societies (Dewaele & Wei, 2013; Kirkpatrick, 2007), this also 
allows for questioning how realistic a monolingual native speaker norm in educational contexts 
is (see also Cook & Singleton, 2014). Knowing more than one language not only affects the 
knowledge and use of an LX, but research has also shown the opposite: multilinguals also use 
their L1s differently due to the mutual influence of the languages and cognitive processes in a 
speaker’s mind. These influences may affect any skill, such as pronunciation (see, e.g., de Leeuw 
et al., 2012, 2013) or pragmatics (see, e.g., Dewaele, 2010, 2016a, 2016b). Dewaele (2018) conse-
quently suggests using ‘L1 user’ instead of native speaker, as in this way, superiority or inferiority 
of any group is avoided, L1 users can also be LX users (which probably most of them are today) 
and no high proficiency in an L1 is implied.

The previous discussion shows that the concept of ENS standards in the foreign language 
classroom is actually idealistic and even unrealistic. Still, it seems to be highly valued by learn-
ers, and also by teachers themselves (Young & Walsh, 2010). It is debatable whether or not L1 
users will cede as a reference group in educational settings, as language teaching- and learning- 
processes are model-oriented, and target varieties are also linked to prestige and learners’ motiva-
tions and aspirations. Still, awareness-raising of English not being a ‘static and monolithic entity’ 
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(Matsuda, 2012: 3) is crucial in teacher training programmes. The Common European Frame-
work of Reference for Languages (Council of Europe, 2001, 2017), for instance, has recently 
put a much stronger focus on plurilingualism and a holistic approach to LX users/learners by 
emphasising the importance of learner agency, plurilingual and pluricultural competence and 
translanguaging, ‘the purposeful juxtaposition of the languages of input and output’ (Farrell, 
2015: 8). This is an important first step in empowering LX users and embracing plurilingual-
ism and including these aspects may eventually also affect the long-held view of any ‘deviations 
from “the” standard language’ being ‘marked as undesirable’ (Kohn & Hofstaedter, 2017: 352). 
This would be much needed indeed, as the goal of ELT should not be to produce cloned native 
speakers (Cook, 2007) – a goal which is illusive.

Additionally, research has shown that learners often believe English belongs to its L1 users 
(Matsuda, 2003). This is not true when taking the great number of its LX users into account, 
which is still said to be increasing rapidly (Crystal, 2003; Graddol, 2006). Thus, awareness rais-
ing might also help overcome this misconception and foster teachers’ and students’ tolerance 
towards diversity of English language users and, consequently, linguistic hybridity. Also, LX users 
can ‘make English their own’ (Kohn, 2015: 37) when acquiring it, and they do so in the follow-
ing way:

by creatively constructing your own version of it in your mind, in your heart, and in your 
behaviour. Your ownership of a language is established through such a process of individual 
construction, influenced and shaped by what you are exposed to, where you come from, 
and where you want to go.

(Kohn, 2015: 37–38)

According to Kohn (2015), users of English create ‘their English’ collaboratively with their 
interlocutors. This is their own way of using English, which is always different from a specific 
target model. This socio-constructivist approach to LX users’ ownership of English implies that 
knowing a language is more than knowing the linguistic rules and applying them successfully. 
Acquiring and using English is also about expressing one’s self and involves cognitive processes, 
but also emotional and behavioural ones (Kohn, 2015). LX acquisition is, thus, a ‘fundamentally 
social process’ (Morita, 2012: 26). As stated above, the diversity of owners and users of English, 
who also differ in their needs and wants regarding their own use of it, needs to be acknowl-
edged. Learners’ needs play an important role in successful LX acquisition indeed and, accord-
ing to Kirkpatrick (2007: 3), they ‘should determine the variety to be taught’. Thus, learners’ 
reality needs to be taken into account in order to foster learning processes which requires local 
decisions (Seidlhofer, 2011). Acknowledging individual differences in LX learners of English 
makes generalisations regarding concrete pedagogical implications difficult, if not impossible. 
This, according to Matsuda (2012), often leaves teachers frustrated as they are made aware of the 
current teaching methods and conceptualisations being inadequate, but at the same time they 
are not given any concrete suggestions as to how to improve their teaching to prepare students 
for EIL contexts. Raising future teachers’ awareness of the above-mentioned problems is an 
important first step in ensuring that students are not measured against native speakers and are 
made aware of differences to the latter not being a failure on their part, but constitutive of their 
multilinguality (Resnik, 2018). Furthermore, EIL describes a specific function, which English 
nowadays performs in multilingual contexts and there might not be one specific, best-practice 
model because of its context-dependence (Matsuda, 2012, 2017). Thus, there is a strong need 
for focusing on the specific context as well as individual learners’ needs (see also Kirkpatrick, 
2007).
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Finally, the previous discussion also has clear implications for the question of who should 
teach English. In the past, native speakers were frequently seen as ideal teachers. This does not 
necessarily hold true of course, as sharing the cultural and linguistic background of a student, 
for instance, may facilitate the teaching and learning process, and teachers, who are LX users 
of English themselves, might have a better understanding of obstacles faced by students. Thus, 
instead of arguing against non-native teachers in ELT, it should be acknowledged that ‘multilin-
gual non-native teachers represent ideal teachers in many ELT contexts’ (Kirkpatrick, 2007: 197).

All in all, much re-thinking has been done and needs to be done with regard to the goals 
of ELT, but also its underlying conceptualisations (Nero, 2012 cited in Galloway, 2017). New 
insights have clear implications for English Language Teacher Education as well. Before elabo-
rating on these in great detail, the findings of current research in this context will be presented 
in the following section.

Current research

For decades, researchers have argued for a paradigm shift in English language teaching in order 
to meet the changing status of English, its diverse uses and needs of users of the language. There 
is an increasing number of studies that propose WE/EIL-informed curricula and materials (e.g. 
Bayyurt & Sifakis, 2017; D’Angelo, 2012; Matsuda & Duran, 2012; McKay & Brown, 2016; 
Sharifian & Marlina, 2012). In addition, both Dewey (2012) and Widdowson (2012) emphasise 
the need for teachers to reconceptualise the notion of English. Likewise, Galloway (2017) and 
Matsuda (2012) note the need for teachers of the English language to reconceptualise their 
teaching practice. However, according to Matsuda (2012) and Marlina (2014), these attempts 
remain at a theoretical level. Many English language teacher education programmes around the 
world still focus on linguistic theory and methodology, at the expense of preparing teachers who 
are adequately equipped for teaching in today’s globalising world (Bayyurt, 2012; Dogancay-
Aktuna, 2006; Govardhan et al., 1999; Sifakis, 2009; Sifakis & Sougari, 2005). A number of 
such programmes still hold on to the traditional conceptualisation of English and ignore the 
heterogeneity of the language by focusing on the Inner Circle or L1 varieties, evident through a 
strong attachment to native English norms and depending on a monolingual and monocultural 
vision of English (Phillipson, 1992; Floris, 2013; Llurda, 2015; Kiczkowiak et al., 2016). Teacher 
education is identified by Galloway and Rose (2015) as a major obstacle to achieving Kumara-
vadivelu’s (2012: 4) ‘epistemic break’ from native English-speaking norms. In fact, during the 
past decade, there have been many attempts to update English language teacher education in 
various parts of the world. Table 16.1 reviews current research showcasing different approaches 
and pedagogical ideas in English language teacher education to respond to the changing norms 
and status of English, as well as the changing needs of the learners and users of the language.

Bayyurt and Sifakis (2015) recommended that an ideal EIL teacher education programme 
should include two vital components: (1) comprehensive information about the current role 
and status of English around the world, and (2) a change in student-teachers’ attitudes fully in 
line with the changing landscape of English and a re-examination of their teaching practice. 
From their experiment on the ELF-aware teacher education called ELF-TEd, it was found that 
student-teachers responded differently and could be grouped into three categories: the sup-
porter, the risk-taker and the sceptic.

Floris (2013, 2014) conducted research on pre-service teachers’ beliefs toward EIL before and 
after joining a World Englishes class in order to detect any changes in the nature of these beliefs. 
She introduced the concept of EIL to preservice teachers by providing them with systematic 
opportunities to reflect on and articulate their beliefs. The student-teachers were asked to refer 
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Table 16.1 Studies of WE/ELF/EIL-informed teacher education

Study Type of teacher training and 
pedagogy

Research setting Details

Bayyurt and 
Sifakis 
(2015)

Preservice and in-service/ 
ELF-aware pedagogy

Boğaziçi 
University, 
Turkey

Student-teachers were exposed to 
the ELF/EIL construct by reading 
selections. Reflective questions 
were designed that guide their 
thinking through different aspects 
of the ELF construct. In online 
forums, they discussed issues 
related to reading.

Floris (2013, 
2014)

Preservice/ EIL-incorporated 
curriculum

Petra Christian 
University, 
Indonesia

New courses believed to be 
consistent with the sociolinguistic 
realities of the spread of English 
as an international language were 
created, i.e., World Englishes, 
Current Issues in Global Education, 
and Intercultural Teaching & 
Learning.

Galloway 
(2017)

MSc TESOL/ GELT (Global 
Englishes language 
teaching)

The University 
of 
Edinburgh, 
UK

The Global Englishes for Language 
Teaching course was introduced to 
enable students who were TESOL 
practitioners to critically reflect on 
their teaching practice through 
a global Englishes lens. The 
teaching method used a mix of 
online and face-to-face delivery.

Hino (2017) MA in English as a second 
language/ EIL Teacher 
Education

Osaka 
University, 
Japan

The Education in Language and 
Culture: Principles and Practices of 
EIL Education was created with an 
aim to train graduate students 
in Japan to be EIL teachers. The 
‘before and after’ interviews were 
conducted to investigate the 
course outcome.

Kang (2017) A grant-based teacher 
education programme for 
English teachers from the 
Expanding Circle countries

Bloomfield 
College, 
New Jersey, 
USA

An intensive course incorporating 
EIL pedagogy into sessions about 
SLA theories and methods.

Marlina 
(2017)

Master of Applied Linguistics 
(Teaching World 
Englishes for Intercultural 
Communication) for pre-
service and in-service 
English teachers with 
zero or some teaching 
experience

Monash 
University, 
Australia

Student-teachers were required to 
complete tasks which engaged 
them in experiencing the practical 
aspects of teaching EIL through 
observation and teaching 
practicums.
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to their own experiences, examine and reflect upon their own beliefs. It was found that hav-
ing discussions and detecting incongruences within one’s beliefs and comparing and evaluating 
them were very important for general conceptual change, which possibly leads to the develop-
ment of a favourable attitude towards EIL.

In her monograph, Galloway (2017) suggests, in a teacher education context, that teacher 
training needs to be more aligned with the diverse linguistic reality of the twenty-first century, 
to be less prescriptive and to have more context-specific goals. She designed an 8-week course 
that focuses on revisiting the traditional TESOL methodology, curriculum concepts and theo-
ries in light of global Englishes research. There is a research plan in place to track the students 
if they implement GELT (Global Englishes Language Teaching) in their teaching contexts after 
graduation.

According to Hino’s (2017) study, the outcome of the EIL-informed course was largely posi-
tive. After completion of the MA programme, some student-teachers developed a more positive 
attitude towards their own English and believed that it should be the primary model of English 
in class. This was perceived as the salient impact of EIL education. However, the author identi-
fied the main challenge which was the ‘examination culture’ of Japan as teachers were required 
to prepare their students for examinations, such as university entrance exams and standardised 
tests, which were based on native-speaker norms. This restrained teachers’ attempts to translate 
the EIL theories into their teaching practice.

Kang (2017) described a short in-service teacher training programme in the US (four to 
eight weeks) for teachers from the Expanding Circle countries,1 especially from China and 
South Korea. The training provides an overview of SLA theories, practices and research, along 
with the global status and varieties of English, multilingualism and the diverse needs of EIL 
learners. Some teachers demonstrated resistance. For example, some still believed that their stu-
dents should learn standard Inner Circle Englishes and had negative attitudes towards themselves 
for their ‘nonnative’ English accent and limited communication skills. This study suggests that a 
short course might not be adequate to change long-held beliefs some teachers have about how 
they should teach the language.

Last, the students’ feedback in Marlina (2017) was generally positive, and they highlighted its 
practical aspect as the strength of the course. However, the student-teachers in this study were 
not able to be completely independent from the native-speaker model when discussing their lan-
guage proficiency. Therefore, it was suggested that teacher education programmes should dedi-
cate more space for teachers to critically explore the construct of language teacher proficiency.

With insights gained from the above-mentioned research and the growing literature in WE, 
ELF and EIL, in the following section we argue for careful preparation of English language 
teachers in a variety of areas in order to equip them for dealing with the multiplicity of chal-
lenges that occur in the language classroom.

Applications

In recent years, at least two major English language teaching awards in two different continents 
have undergone a curriculum update to recognise the paradigm shift from TESL (Teaching 
English as a Second Language)/ TEFL (Teaching English as a Foreign Language) to include 
specific references to English as a global language and its fluidity and dynamic nature. They are 
referred to as the CertTESOL, which is administered in the UK, and Specialist Certificate in 
Teaching English as an International Language, which is administered in Southeast Asia by the 
Regional Language Centre (RELC) of Southeast Asian Ministers of Education Organisation 
(SEAMEO). Both are certificate qualifications for novice teachers who have little or no prior 
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Component 1:

Theory

• Expanding knowledge base and 
increasing exposure to Englishes and 
cultures

Component 2: 
Practicum

• Engaging in WE/ELF/EIL-
informed practicum 

Component 3:

Post-training 
Activities

• Engaging in life-long learning  
by participating in online 
discussion forums, networks, 
and conferences 

Figure 16.1  WE/ELF/EIL-informed English language teacher education and professional 
development

teaching experience. The CertTESOL, offered by Trinity College London, introduced ELF as a 
sub-requirement of the Language Awareness unit (see Dewey & Patsko, 2018) whereas the Spe-
cialist Certificate in Teaching English as an International Language is stated to have a curriculum 
informed by current literature on Teaching English as an International Language (TEIL) and 
includes the following as the expected outcome for the teacher trainees in the syllabus (available 
at www.relc.org.sg): ‘to be a successful international/intercultural user and teacher of English in 
a wide variety of institutional settings and cultural contexts’. In principle, the inclusion of ELF 
and EIL in the aforementioned teaching awards is a good indicator that advances in the WE/
ELF/EIL research have started to have some influence towards changes in English language 
teacher education.

According to the current studies being reviewed in the previous section, there are other 
innovations with positive outcomes, some of which include online activities, classroom obser-
vation, and a teaching practicum. This section will discuss the integration of a WE/ELF/EIL 
perspective in the education of English language teachers, based on creative ideas and practices 
covered in the existing literature in light of growing WE, ELF, EIL research presented in the 
previous section. In our view, it is not enough that teacher education simply provides the knowl-
edge on the sociolinguistic reality of English or relevant theories and research in WE, ELF and 
EIL. It is as crucial to provide opportunities for novice teachers to apply the theories into prac-
tice in an actual classroom during pre-service training. We would also like to recommend that 
student-teachers are made aware of possible post-qualification activities to make sure that they 
will be able to keep informed with the current developments in teaching practice, especially in 
relation to the changing landscape of the English language and its implication to teaching and 
learning. The proposed model of the WE/ELF/EIL-informed English language teacher educa-
tion and professional development is illustrated in Figure 16.1.

Expanding knowledge base and increasing exposure  
to Englishes and cultures

It is vital to expose student-teachers to Englishes and cultures so that they will be aware of the 
sociocultural and political contexts of teaching English, as well as the changing roles of English 
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teachers, and then adjust their attitudes and teaching practices accordingly. Several studies sug-
gest that teachers’ normative mindset in many contexts is a result of their limited knowledge 
base. For example, in a study on global English teachers’ beliefs, attitudes and practices by Young, 
Walsh and Schartner (2016), teachers in Thailand reported they had been taught either British 
or American English, or a mixture of the two, and there was a general consensus in that teach-
ers would like to continue teaching the varieties they were taught, which was either American 
or British English. In other words, they chose to adopt the native variety of English in their 
teaching primarily because they were not aware of or familiar with other alternatives. Nguyen’s 
research (2017) portrays the positive outcomes of introducing the student-teachers to English 
varieties and the global status of the language as the trainees’ attention was shifted away from 
giving priority to L1 varieties of English and weakened feelings of inferiority towards native-
speaker teachers.

Engaging in WE/ELF/EIL-informed practicum

To bridge the theory/practice gap, many scholars argue for an integration of a ‘practical’ com-
ponent into English language teacher education programmes, rather than simply ‘talking about’ 
the current sociolinguistic reality of English (Bayyurt & Sifakis, 2015; Marlina, 2017). Student-
teachers might be able to gain recognition of the diversity inherent in the use of English in the 
globalised world through courses such as WE, ELF, or EIL, but this is not a guarantee that this 
will affect their attitude or that they will be able to translate the theories into their teaching 
practice. In the case of student-teachers in the Sharifian and Marlina (2012) study, they reported 
that they were still entirely uncertain about how to apply such theoretical knowledge in an 
actual classroom. The course, POETIC (‘Practices of Teaching Englishes for International Com-
munication’, which was developed in response to the limitation of English language teacher 
training in this regard serves as a good model how the practicum can be integrated into the 
teacher training programme (see Marlina, 2017). After the introduction of relevant theories and 
research, student-teachers should be given an opportunity to observe a WE/ELF/EIL-informed 
class taught by experienced practitioners, and then develop their own lesson plan, learning 
activities and materials that would be suitable for their teaching context which might have 
students who are from different lingua-cultural backgrounds. The practicum might also involve 
reviewing the existing ELT textbooks and adjusting them to be relevant to the student-teachers’ 
own cultural contexts. By means of the practicum, student-teachers will be able to transform 
from transmitters of theoretical knowledge to learners or those whose assumption might be that 
the Inner Circle varieties, especially US or UK standard English, are the only legitimate instruc-
tional model, to reflection-oriented teachers who can assess the practicality of the traditional 
conceptualisation of English in ELT against the pedagogic teaching contexts they are going to 
be working in and the current use of English as a global language.

Engaging in life-long learning by participating in online discussion 
forums, networks, and conferences

As implied in the Current Research section, the change in teacher attitudes and teaching prac-
tices is a slow process. Several studies imply that one course for the whole teacher education 
programme might not be adequate to make a long-term impact on teaching practice; some 
student-teachers remained sceptic and show some resistance in changing their attitudes to be 
in line with the changing landscape of the English language. Longer engagement is essential to 
bring about understanding of WE/ELF/EIL issues to inform teaching practice. Some teacher 
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educators engaged their student-teachers in online discussion forums outside of class which 
allowed student-teachers to reflect on the theories learned in class and related them to their 
own experiences and teaching contexts. However, such activities usually discontinue after the 
teacher training finishes. There are a number of platforms that we would like to recommend 
teachers to take up after post-qualifications to remain informed about up-to-date developments 
in English language teaching and learning relevant to the WE/ ELF/EIL growing research and 
its implication to teaching practice.

The most notable network in ELF is ELFReN (The English as a Lingua Franca Research 
Network) which is accessible at www.english-lingua-franca.org/forum/index and coordinated 
by Alessia Cogo and Marie-Luise Pitzl. The network currently includes 75 participants (from 
more than 20 countries) who have various areas of expertise within ELF research, and there 
is a number of posts in the online forum discussion that discuss ELF in ELT practice. Another 
network is called ‘Teaching English & Teaching in English in Global Contexts’ (www.globaleng 
lishes.education.ed.ac.uk/) coordinated by Nicola Galloway, Heath Rose and Jarek Kriukow. 
This newly established network has an aim to provide an online academic network with teach-
ing resources, reading material, online seminars, blogs, a student/alumni section and a forum to 
foster collaborative projects in relation to teaching English in global contexts.

In addition to online discussion forums and networks, teachers may keep informed about 
current developments in the paradigm shift of the English language and ELT practice by a more 
conventional way such as attending and presenting at conferences. Other potential benefits 
include networking with other ELT professionals and sharing knowledge of ELT techniques. 
There are several international conferences, some of which attended by the wider ELT audience 
(e.g. TESOL in the US and IATEFL in the UK). There is a growing number of conferences with 
particular themes related to the global status of English, WE and ELF. They are, for example, 
the International Association for World Englishes Conference, the International Conference of 
English as a Lingua Franca,2 and the biennial conference on Changing English (ChangE) at the 
University of Helsinki, Finland.

Conclusion

The status of English as a global language has challenged the fundamental principles of how 
English should be learned and taught. The current gap between the sociolinguistic realities of 
English and that some teacher education programmes are still dominated by native speakerism 
and Inner Circle bias and focus mainly on linguistic theory might influence student-teachers’ 
sense of preparedness. Research into WE/ELF/EIL-informed teacher education demonstrates 
that teacher education could potentially strengthen teachers’ beliefs about the linguistic diver-
sity of English and leads them to question the native and non-native divide by incorporating 
the WE/ELF/EIL theories and research, together with providing the opportunities for the 
student-teachers to practice those theories in an actual classroom. English language teacher 
education is facing a dilemma of choosing to adopt either the native speaker model, or to 
adopt the English as an international language pedagogy. The former still seems to be a highly 
important reference group in most of the education of English language teachers around the 
world, which is ironic given that the aim of teacher education is to equip pre-service teachers 
with the skills needed to teach in today’s globalised world. English language teacher education 
programmes should therefore offer students a broad range of relevant knowledge and skills to 
suit the changing landscape of English and the changing needs of professional teachers, and 
student-teachers should be encouraged to ask questions like how students in their context 
are likely to use English in the future and design their course to address their needs rather 
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than depending on the native-speaker model as a one-size-fits-all prescriptive model. English 
language teacher education should facilitate their students’ embracing a new way of thinking 
about English language teaching and learning, based on the paradigm shift in ELT. It is impor-
tant that future English teachers understand what it means to teach English in the globalised 
world, and prepare themselves for the current and future use of English in which they use the 
language to communicate with people from various countries and cultures. English language 
teacher education plays an important role as it can potentially provide the first exposure to 
the idea of a paradigm shift in English language teaching and its diverse uses and users of the 
language, as well as providing scaffolding as student-teachers engage with and process the new 
conceptualisation of the English language to make it their own. One teacher educator and a 
paradigm shift made will affect student-teachers, each of whom will continuously affect their 
students leading to other innovations in light of the new demands and needs of English teach-
ers, students and users today.

Notes

 1 To better understand the use of English in different countries, Kachru (1992) conceived the idea of 
three concentric circles of the language: the Inner, Outer, and Expanding Circles. The Inner Circle 
represents the traditional bases of English: the UK, the US, Australia, New Zealand, etc. whereas 
the Outer Circle includes countries where English is not the native tongue but plays a part in the 
nation’s institutions, for example, as an official language (e.g. India, Malaysia). The Expanding Circle 
encompasses those countries where English is used as a foreign language or lingua franca (e.g. China, 
Indonesia).

 2 At the time of writing this chapter, the 24th International Association for World Englishes Conference 
was planned to be held in June 2019, at the University of Limerick in Limerick, Ireland, and the 12th 
International Conference of English as a Lingua Franca (ELF12) in Medellín, Colombia in 2019 (in 
Taiwan in 2020 and in Japan in 2021).
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Further reading

Kirkpatrick, A. (2007) World Englishes: Implications for International Communication and English Language Teach-
ing. Cambridge: Cambridge University Press.

 This book with accompanying CD can be a good resource for practitioners who want to explore varie-
ties of World Englishes within the framework of English language teaching. The author also discusses 
implications of World Englishes to English language teaching and provides practical recommendations 
regarding teacher education in various contexts.

McKay, S.L. and Brown, J.D. (2016) Teaching and Assessing EIL in Local Contexts around the World. Abingdon: 
Routledge.

 This book provides the social and educational context of EIL classrooms and issues involved in teaching 
and assessing EIL which is an area that is not often touched in literature. What is particularly interesting 
about the book is the ways the authors illustrate how to integrate technology into EIL classrooms to 
raise cross-cultural exchanges and awareness.

Galloway, N. (2017) Global Englishes and Change in English Language Teaching. Abingdon: Routledge.
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 This book challenges the notion of an idealised monolingual native speaker norm in ELT classrooms, thereby 
stressing the need for a change of paradigm towards a holistic understanding of users of English. It is an 
invaluable contribution to our understanding of the crucial role of English learners and their attitudes in 
these processes, which are seen as a prerequisite for any innovations implemented in curricula. By includ-
ing an emic perspective, this book gives insight into the complexities underlying (the shaping of) students’ 
attitudes towards desired (‘native’) target varieties and suggests a framework for evaluating ELT curricula.

Matsuda, A. (ed.) (2017) Preparing Teachers of English as an International Language. Bristol: Multilingual Matters.
 This compilation of articles convincingly demonstrates that a powerful way of bringing about change in 

reconceptualising English in ELT practices is by means of preparing teachers of EIL in adequate ways. 
Not only does this book offer rich insights into theoretical perspectives, it also includes applications of 
EIL and concrete pedagogical ideas. It will thus appeal to language practitioners and researchers alike 
and is certainly a skilful attempt to foster dialogue across disciplines, such as ELF and WE.
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Introduction

This chapter offers a short introduction to Second Language Acquisition (SLA) and its potential 
relevance for language teachers and language teacher educators by surveying existing practices 
and discussing the underlying motivations that explain the diversity of research approaches in 
this field. The aim is twofold: to expose the complexity of L2 learning research as a multifaceted 
phenomenon that transcends local practices and oversimplified approaches to language learning, 
and to encourage language teachers to examine and embrace such complexity as part of this 
much-needed transdisciplinary approach.

The chapter is divided into five sections. The next section will discuss the variety of episte-
mologies in SLA and recent turns in the field. In this section, a brief introduction to the themes 
and main constructs in SLA will be provided. Then I will discuss some areas of relevance for 
language teachers and L2 teacher education and, later, I will consider one recent area of research 
that can be of potential interest to L2 teachers: usage-based approaches. In this section, I will dis-
cuss why the notion of frequency and frequency distribution of language items is so important 
in language learning. I will also discuss how SLA can inform language teaching by offering a 
selection of papers of interest to language teachers that covers different areas of practice, themes 
and, more interestingly, research methods.

Survey: current perspectives on second language acquisition (SLA)

Defining the scope of SLA is extremely challenging as researchers hold widely different perspec-
tives on both the ontology and the epistemology of the field. In other words, SLA researchers 
do not agree on what exactly is the purpose of SLA and how SLA research should be carried out; 
that is, they prescribe divergent methodologies for the investigation of the acquisition of second 
or foreign languages. Some have even proposed that SLA as a field is disintegrating (Dekeyser, 
2010) or have claimed that the name of the field of inquiry, SLA, fails to recognize the fact that 
‘there is no common endpoint at which all learners arrive’ (Larsen-Freeman, 2015: 503).

SLA is situated on a fluid ontology that is permeated by inquiries from other areas of knowl-
edge such as psychology, education, cognitive sciences, linguistics and, among others, sociology. 
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The fluid nature of this area of study is a unique quality that tends to go unnoticed as trainees 
and language teachers are not usually presented with a problematized discussion of the wide 
variety of aims and methods underlying SLA. This lack of discussion may result in a fragmented 
understanding of the research and, potentially, a huge gap between researchers and language 
teachers. Furthermore, English Language Teaching (ELT) as a field has become an extremely 
complex area of practice that incorporates the concerns of ‘business, service, profession, and 
disciplinary field […] operating within an international, multilingual, and multicultural environ-
ment’ (Pennington and Hoekje, 2014: 174).

In the context of this chapter, I will align my discussion with the Douglas Fir Group (2016: 
19) definition of SLA as a discipline that tries:

(1) to understand the processes by which school-aged children, adolescents, and adults learn 
and use, at any point in life, an additional language, including second, foreign, indigenous, 
minority, or heritage languages, (2) to explain the linguistic processes and outcomes of such 
learning, and (3) to characterize the linguistic and non-linguistic forces that create and 
shape both the processes and the outcomes.

This is an inclusive framework that will be of interest to most language teachers as it addresses 
language learning across the lifespan of individuals, focusing on the development of language 
learning from different instructional perspectives that take on board the experiences of language 
learners in different individual contexts.

In the following section, I set out to discuss two areas of SLA of interest to language teach-
ers and teacher educators. The first addresses the different epistemologies that are embraced by 
researchers and how this may affect our understanding of the field. The second is concerned 
with two turns in SLA that have had an important impact on what is being researched in SLA 
and how it is being researched.

SLA research: a fluid field

SLA is an extraordinarily transdisciplinary field. As such, there are some underlying tensions that, 
while relevant to both researchers and language teachers, may not be immediately evident to 
different types of readers and users of SLA research. In particular, as pointed out by Ellis (2010), 
language teachers are more concerned with teaching than with learning and may possibly need 
help with theorizing the integration of learners and learning in instructed SLA. While I find 
Ellis’s (2010) assertion a bit patronising, understanding these tensions and the discourses that 
surround them are necessary to gain an informed view of the aims and the results that we find 
in SLA research and how this research can be of interest to L2 teachers.

One or many epistemologies?

Some 25 years ago, Larsen-Freeman (1991) described SLA research as the attempt to explain 
the process of second language learning through the study of psycholinguistic entities such as 
input or transfer. By the end of the decade, a paper by Firth and Wagner (1997) challenged this 
mission and claimed that meaning is ‘a social and negotiable product of interaction, transcending 
individual intentions and behaviours’ (p. 290). Before the turn of the new century, it seemed as 
if SLA research was about to diverge into two independent disciplines.

For some SLA experts, the way in which research is done needs to conform largely to a 
limited set of methods that are considered as valid or, let us put it this way, more valid than 
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others. Hulstijn (2013), for example, holds that SLA research needs to conform to the scientific 
cycle where empirical testing is crucial: ‘if an academic discipline is characterized by too many 
non-empirical ideas and too few empirical ideas, it ruins the risk of losing credit in the scien-
tific community at large (and in society)’ (p. 515). Norris and Ortega (2003) have described 
the process underlying SLA research as one where measurement plays a crucial role, and where 
researchers are expected to collect data and transform it into evidence so that L2 language 
learning theory can be expanded. Under this lens, SLA research is perceived as a (post)-positivist 
discipline that through experimental – and semi-experimental – research designs can advance 
our understanding of language acquisition.

This post-positivist way of doing the kind of empirical research advocated in Norris and 
Ortega (2003) relies on defining the exact observable behaviours being measured, the constructs, 
and the theoretical assumption that they represent. For example, if we wanted to understand 
whether language anxiety plays a role in L2 language learning, we need to operationalise first 
the construct of language anxiety and decide how we would like to research it. This process, how-
ever, is never straightforward and requires time, long debates in research journals and resources. 
Even though the first major contribution to our understanding of language anxiety in L2 
instructed contexts was both the Foreign Language Anxiety (FLA) construct developed by Hor-
witz, Horwitz and Cope (1986) and the corresponding instrument to measure it (the Foreign 
Language Classroom Anxiety Scale (FLCAS) (Aida, 1994)), FLA researchers still disagree on the 
exact nature of the construct. They, as a way of example, still debate whether the instrument 
is valid, its underlying dimensions, its psychometric properties and whether FLA varies across 
L1s and language skills (Park, 2014; Horwitz, 2016). Language teachers need to be aware of the 
dynamic nature of research constructs and methods as, it is often the case, research of a phenom-
enon implies different epistemologies across authors and time.

Other researchers, on the contrary, have proposed more open and inclusive SLA that embraces 
the process of epistemological expansion initiated in the 1980s. The Douglas Fir Group (2016) pro-
pose a transdisciplinary approach to SLA research that makes use of a wide range of methods 
that tap into ‘the social-local worlds of L2 learners and then pose the full range of relevant 
questions—from the neurobiological and cognitive micro levels to the macro levels of the socio-
cultural, educational, ideological, and socioemotional’ (p. 20). Coming back to language anxiety, 
some researchers are using other instruments to understand learners experiencing anxiety and 
make use of interviews and focus groups as complimentary instruments which can provide rich 
data and insight into the self-perceived cognition of learners. Tran, Baldauf and Moni (2013) 
looked at FLA in Vietnam in a sample of 419 non-English-major students and used both standard 
scales such as the FLCAS and learners’ autobiographies and semi-structured interviews. This pro-
vided an ecological perspective that can rarely be obtained through quantitative methods only.

Some researchers dismiss the role of quantitative research methods in terms of relevance for 
language pedagogy as they fail to respond to the demands of individual students and pedagogy 
(Feryok, 2017). Accordingly, some research relies entirely on interview data or ethnographic 
studies when analysing, for example, language and identity. Norton (1997: 413) examined the 
language learning experience of Mai, a Vietnamese woman, following a course ‘offered to adult 
immigrants in Canada, [who] continued taking ESL courses at night in order to improve her 
spoken and written English’. Norton claims that ‘the teacher had not provided learners with 
the opportunity to critically examine experiences in their native countries in the light of more 
recent experiences in Canada or […] in the native country’, which prevented Mai from mak-
ing the most of the classroom activities and advancing her English language learning. This sort 
of insight necessitates shifting away from quantitative methods to qualitative, more interpretive 
research approaches to SLA.
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Ellis (2010: 191), echoing Diane Larsen-Freeman, maintains that most basic research, as 
opposed to applied research, tends to appear as fragmented as ‘researchers seek to promote 
and immunize their own preferred theories and epistemologies over those of their rivals’. This 
fragmentation needs to be understood and embraced by language teachers as part of a rich and 
intricate area of inquiry that tries to make sense of an extraordinarily complex activity: L2 lan-
guage learning and use.

Recent turns

SLA research in the last 60 years has been largely influenced by both the application of Uni-
versal Grammar (UG) ‘to the modelling of L2 competence’ and cognitive perspectives that have 
examined learner language, the role of memory and attention and, among others, cognitive 
processing constraints (Mitchell et al., 2013: 286). These two approaches, particularly cognitive 
approaches, have dominated the agenda of researchers for decades. UG research has examined 
whether UG grammar, or at least some components, is available to L2 adult learners at all. 
The debate is exceptionally relevant. If UG grammar, that is, the hypothetical internal language 
acquisition device, is available to learners at adult age, the acquisition of languages is domain 
specific and different from the acquisition of other skills or general knowledge. Conversely, cogni-
tive approaches have examined how our cognition mediates L2 learning by examining, among 
many other factors, the role of frequency of occurrence of linguistic features in learner input 
and the processing of linguistic structures. Mitchell, Myles and Marsden (2013: 127) stress that 
many of the cognitive accounts see language learning as an implicit process of ‘calculation of 
the statistical properties of elements of language and how they relate to meaning and function’. 
Other areas of cognitive-based SLA are the study of memory, explicit and implicit knowledge 
and the role of attention. In a different manner, interactionist accounts of language learning have 
sought to explore how individual variables such as age, affect, etc. affect SLA in predominantly 
communicative language learning settings.

UG and cognitive approaches have placed the individual language learner at the centre of 
their focus and have tried to scrutinize how cognition interacts with language learning, either 
in naturalistic or in instructed settings. However, SLA research has seen two recent major turns. 
The first of these turns is the so-called social turn. Lantolf (1994), using Vygotskyan sociocultural 
theory, argues that language learning is a socially mediated process and suggests that SLA should 
look more closely at the role played by the social context. Advocates of this new paradigm 
highlight that more attention needs to be paid to how social interaction and language mediated 
behaviour cooperate in language learning:

Mediation, whether physical or symbolic, is understood to be the introduction of an auxil-
iary device into an activity that then links humans to the world of objects or to the world 
of mental behaviour […] conscious mental activity is distributed and jointly constructed 
in the dialogic interactions that arise between children and representatives of the culture 
[...] what is at one point socially mediated mental processing evolves into self- mediated 
processing.

(Lantolf, 1994: 418–419)

Researchers adopting this perspective have shown evidence of the importance of private speech 
in L2 learning (Ohta, 2001) or, among other areas of interest, the usefulness of the L1 as a media-
tional tool for learners of EFL to structure and gain insights into the relationship between form 
and meaning in the L2 (Harun et al., 2014).
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A more recent turn in SLA has shifted the attention of researchers from monolingual-
biased research to multilingualism. Some SLA research in the past has predominantly studied 
the acquisition of a second language by monolingual speakers as a process where the mother 
tongue of the learner has been often attributed an interfering effect. This is what Ortega (2009, 
2013) has framed as the monolingual bias in SLA, fed by the so-called target deviation perspec-
tive (Ortega, 2013: 2). The fact that a deficit perspective (Cook, 1999) has been given so much 
attention in SLA for so long has very likely affected our own perceptions of L2 learning in very 
negative ways.

In the next section I will touch on the notion of interlanguage. This construct exemplifies so 
well how SLA researchers, either consciously or unconsciously, are more often than not influ-
enced by the prevailing, assumed views of mainstream research. Ortega (2013: 17) claims that ‘a 
deficit approach to studying late bilingualism is a liability that limits the field’s full potential for 
generating knowledge that is internally valid as well as valued and valuable beyond its discipli-
nary bounds’. Ortega blames this approach for the lack of disciplinary impact of SLA on other 
language sciences. Ortega (2013) and the Douglas Fir Group (2016), among others, have called 
for a bilingual turn in SLA that ‘invests in a range of broader-looking, more positive framings 
of disciplinary goals for the field in the 21st century’ (Ortega, 2013: 18). This call makes sense 
in a world which is not only more global and more connected than ever before, but also more 
likely to offer opportunities to use multiple languages through mobiles and communication 
technologies in ways which are unimaginable even today. The monolingual native speaker, once 
the golden standard of SLA, is now a blurred image, with half of the world population being 
bilingual and, for example, around 450 million learners of English in China alone:

It is thus not surprising that in these superdiverse environments, transformed as they are 
by digital means for communicating across geographical boundaries and by expanding 
opportunities for learning and using additional languages, the once normative dichotomies 
in SLA of the ‘second’ and the ‘foreign’ (more recently applied as well to the ‘heritage’ and 
the ‘indigenous’) language context or the ‘real world’ and the ‘classroom’ setting become 
increasingly questionable.

(Douglas Fir Group, 2016: 23)

The notion of multilingualism has only entered the SLA field and is beginning to bear fruit in 
the ways we see today the benefits of bilingualism on our health and our economy as well as 
holding less naïve and simplistic ways to understand how to study late bilingualism and language 
learning in the twenty-first century.

Research: SLA and L2 teacher education

SLA and language teaching: a brief survey

Much has been discussed about the gap between research and theory, between ‘technical’ 
and ‘practical knowledge’ (Ellis, 2010: 184) in SLA. The debate is by no means new. For over 
70 years, linguists and applied linguists have tried to create links between SLA research and lan-
guage teaching practice. Both Fries (1945) and Lado (1957) set out to bridge the gap between 
behaviourist accounts of human learning and teaching of languages. For them it was essential 
to contrast the L1 and the L2 and try to spot difficult areas for L2 learners as a way to facilitate 
acquisition. Contrastive analysis, widely spread in the 1960s and the 1970s, is still practiced, and 
many teachers, either consciously or not, refer to comparisons between L1 and L2 languages 
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as a source to generate classroom activities and pedagogy. It is not rare to find such reflections, 
particularly in the Asian context where the distance between English and languages such as 
Mandarin or Cantonese is perceived as huge.

Later on, the analysis of learners’ errors became a widespread practice that gave way to a new 
field of research that looked at the development in the acquisition of linguistic features such as 
morphemes or negation (Corder, 1967). A few years later, Selinker (1972) coined the term inter-
language and SLA researchers sought to explain how this unique system actually is built. Tarone 
(2006: 748) defined interlanguage in the following terms:

The interlanguage system is clearly not simply the native language morphological and syn-
tactic system relexified with target language vocabulary; that is, it is not the morphological 
and syntactic system that would have been evidenced had the learner tried to express those 
meanings in his or her native language [...] the interlanguage differs systematically from 
both the native language and the target language.

Interlanguage is still a widely used term but has adopted different meanings across different 
authors. Recent research has embraced alternative constructs to reflect theoretical perspectives 
that are consistent with recent, more complex views on language learning and, for example, 
some authors prefer to use the term languaging as it more suitable to understand ‘the process of 
making meaning and shaping knowledge and experience through language’ (Swain, 2006: 98). 
This approach highlights a dynamic view of L2 use which contrasts strongly with the more static 
perception of learner output back in the 1970s and 1980s.

Dulay and Burt (1973) provided evidence that only 3 per cent of errors of children learning 
an L2 can be traced back to their L1. This had a profound effect on the validity of Lado’s (1957) 
contrastive hypothesis theory and opened up new ways to look at SLA and language teaching 
and situated error analysis as a major area of inquiry in SLA. Spada (2015: 71) maintains that 
most initial SLA research was influenced by L1 acquisition accounts and focused almost exclu-
sively on ‘accuracy order of grammatical morphemes, acquisition of grammatical features and 
the identification/explanation of l2 errors’ operated on learners in naturalistic settings and not 
in classroom contexts.

In the 1980s, Long (1980) underscored the role of input and interaction in acquiring lan-
guages and Krashen (1981) formulated his monitor model that states that learning and acquisition 
are separate processes. Pienemann (1984) suggested that language items can only be learnt if the 
students have developed their interlanguage to a stage where a teachable item can be learnt, which 
is echoed in Krashen’s (1985) input hypothesis. Swain (1985) stressed the role of learner output 
in developing various language skills and VanPatten (1996) developed a model that explains that 
learners process declarative knowledge (grammar, vocabulary and pronunciation) if they need it 
to retrieve meaning from a communicative situation. In the late 1980s, SLA researchers turned 
their attention to the role of individual differences (Skehan, 1989), including motivation, anxiety 
and personality traits as well as the role of memory and attention (Schmidt, 1990). As seen in 
the previous section, the social and the multilingual turns have introduced new research themes 
and ways to conceptualize language learning. In the next section, we will look at a very recent 
approach that uses language usage as the basis to understand how languages are learnt and used.

SLA and teacher education

Not all SLA research addresses language teaching and learning in classroom contexts. However, 
most of the research has implications for our understanding of the processes and the diversity 
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of social and individual contexts involved in instructed learning. How these implications are 
discussed and highlighted will depend on the roles adopted by the different stakeholders in 
language teaching, including SLA researchers, classroom researchers, teacher educators and 
teachers. Language teacher educators and SLA researchers need to have conversations about 
the relationship between research and classroom practices in ways which facilitate better under-
standing of these worlds. A good example is Spada (2015: 78), who has rightly pointed out that 
there have been in the past ‘misapplications of SLA research to L2 pedagogy’ as findings from 
natural settings, for example migrants learning English in an ESL context, have been translated 
into L2 pedagogy in instructed settings, for example learners of EFL in secondary schools in 
Brazil. To illustrate this point, Spada uses a well known area of inquiry in SLA: implicit versus 
explicit knowledge. In short, these two types of knowledge can be characterized as follows 
(Table 17.1):

Spada maintains that the distinction between EK and IK is irrelevant to most EFL/ESL teach-
ers that, in instructed settings where learners are adults or young adults, will use L2 pedagogy 
that is ‘conscious, declarative and deliberate’ (p. 78). Ellis (2010) has developed a framework for 
examining the SLA-language pedagogy nexus that conceptualizes at least three different roles 
for teacher educators. Language teacher educators can be transmitters of information about SLA 
and function as translators of theory into practice, mentors and awareness-raisers. These roles are 
necessarily shaped by the nature of the programmes where language teachers are gaining their 
qualifications and, to some extent, the orientation of the curriculum. Ellis (2010) highlights the 
need for teachers to make sense of how SLA theories and research impact language teaching 
and learning in classrooms. Moreover, teacher beliefs are of paramount importance in this pro-
cess and, interestingly, have also been researched in the recent years. For example, Nassaji (2012) 
examined the influence of SLA research on L2 teaching by consulting 201 EFL and ESL teach-
ers in Canada and Turkey. These teachers were 33 years old on average and had been teaching 
English for some eight years. This is a breakdown of the main findings in this study:

1. Most English language teachers (75 per cent) were familiar with SLA research as they had 
taken courses in their College years.

2. While 28 per cent had conducted research, only 4 per cent had published their results.
3. Most of them (79 per cent) agreed that knowing about SLA research improves second 

language teaching.
4. Most of them (60 per cent) agreed that SLA research is relevant to language teaching.
5. Few teachers (28 per cent) agreed that SLA research provides them with practical sugges-

tions about how to teach.
6. Only 13 per cent of these teachers read research articles often and 48 per cent said that they 

rarely or never read them. 80 per cent indicated that they didn’t read them because of lack of 
time.

7. 40 per cent indicated that research articles are difficult to understand.

Table 17.1 Explicit vs. implicit knowledge

Explicit knowledge (EK) Implicit knowledge (IK)

Analysed, conscious, declarative Unanalysed, intuitive
Knowledge with awareness Knowledge without awareness

Source: Spada (2015).
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Nassaji (2012) argues that there is a communication problem between researchers and teach-
ers that needs attention. He believes that collaboration is necessary but warns that a top-down 
model where researchers colonize language teachers and impose their discourse will not be 
successful. Zand-Moghadam and Meihami (2016) conducted a similar research project in Iran 
with both language teachers with and without formal training in EFL. They found that these 
teachers were not, in general, familiar with SLA research methodology and, as in Nassaji’s study, 
they lacked the time or the access to read SLA research. These studies lend support to R. Ellis’s 
(2010) and N. C. Ellis’s (1997: 238) view that different discourses may cause ‘considerable resent-
ment at what [teachers and some teacher educators] see as the hegemony of applied linguistics 
and SLA’. To bridge this gap, Ellis (2010) has put together a set of principles that may be useful in 
linking SLA theoretical knowledge and ‘actual’ (p. 195) language teaching. These principles try 
to underscore the active role of the language teachers as the developers of ‘their own theory of 
how learners learn an L2 in an instructional setting’ (p. 195). Ellis claims that such understanding 
can be achieved if, among other things, SLA courses cover topics that are relevant to language 
teaching and include classroom research rather than laboratory studies in a context where SLA 
theories and models are not imposed.

In the next section, I would like to explore how SLA can contribute to our understanding of 
how languages are learnt and used by the L1 community of speakers and how constructs such 
as frequency of use and distribution of frequency can affect L2 learning.

Application: usage-based accounts of language learning

SLA research can offer language teachers and language teacher educators opportunities to think 
about central issues in L2 learning and teaching that are not necessarily prominent in language 
teaching materials or other sources of information. For example, what is the role of frequency of 
occurrence of language constructions (words, phrases, interjections) in language learning? How 
do language material authors determine their selection of language items in coursebooks? What 
is the role of formulaic language in L2 learning? These are interesting questions to researchers 
and language teachers alike.

What are usage-based accounts of language learning?

In short, usage-based accounts of language learning (UB) explain how people learn languages 
while we engage in communication. The term usage-based accounts reflects the multi-theoretical 
nature of this group of theories as well as the relevance that language usage has for researchers 
in this area. Ortega (2013) sees in UB a reconceptualization of cognition into an embodied 
socio-cognitive system and Ellis, Römer and O’Donnell (2016: 23) frame usage-based theories 
as emerging from interaction when creating meaning:

Usage-based theories hold that an individual’s creative linguistic competence emerges from 
the collaboration of the memories of all the meaningful interactions in their entire history 
of language usage […] Frequency of subsequent encounter strengthens [new symbolic] 
constructions, promotes implicit learning, and automatizes and tunes the system.

Researchers use methods from different disciplines to understand the nature of such construc-
tions and how they are learned. Particularly, corpus linguistics, cognitive psychology and cogni-
tive linguistics have informed UB (Figure 17.1).
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UB researchers use language corpora to understand the role of the frequency of the construc-
tions in any language. According to the Douglas Fir Group (2016: 29):

What is attended to focuses learning, and so language is both constitutive of and consti-
tuted by attention. The functions of language in use determine its usage and learning […] 
The more routine, frequent, and stable the occurrences of particular resources are in the 
interactions and the more L2 learners’ attention is drawn to their form–meaning pairings, 
the more entrenched the resources become as cognitive–emotional representations of their 
experiences.

In the next subsections, I will briefly discuss why the frequency of occurrence of constructions 
determines usage and how L2 learning is impacted.

The role of frequency and its impact on L2 learning

When we use language, we access our stored inventory of constructions and information 
that links a given construction (a word, a string of words, the first line of a joke, part of a 
proverb) with the communicative situation in which it typically occurs, the role of the par-
ticipants in the situation where that construction occurs, the formality or informality of the 
construction, etc. We do this with any language we speak but, it is clear that it is with our 
mother tongue or mother tongues that access to this wide range of information is immediate 
and intuitive. In technical terms, this type of implicit learning takes place in the neocortical 
system (Ellis, 2002). After conducting research on verb-argument constructions in L1 and L2 
speakers (i.e. Verb + Direct object + Adverbial), Ellis and Ferreira-Junior (2009: 381) claim 
that ‘frequency distribution in natural language [in the English language, for example] might 
[…] optimize learning by providing one very high-frequency exemplar that is also proto-
typical in meaning and widely applicable’. UB claims that the frequency, generality, proto-
typicality, and distinctiveness of a construction (i.e. came to the conclusion, absolutely fine, fine, 
absolutely, etc.) interact and are positively associated. These findings have clear implications for 
L2 teaching as the acquisition of linguistic constructions is affected by different factors that 

Figure 17.1 The role of corpus linguistics, cognitive psychology and cognitive linguistics in UB

Source: Ellis, Römer and O’Donnell (2016: 23–27)
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underscore the probabilistic nature of language usage, which according to Ellis and Ferreira-
Junior (2009: 383) are:

1. the frequency, frequency distribution, and salience of the form types (the discrete units 
in the construction) of each construction;

2. the frequency, the frequency distribution, the prototypicality and generality of the 
semantic types, and their importance in interpreting the overall construction;

3. the reliabilities of the mapping between 1 and 2;
4. the degree to which the different elements in the construction sequence (such as Subj 

V Obj in a verb argument construction) are mutually informative and form predictable 
chunks.

UB research has shown that L2 learners acquire the most frequent, prototypical, and generic 
exemplars of a language: ‘Learning is driven by the frequency and frequency distribution of 
exemplars within constructions and by the match of their meaning to the construction proto-
type’ (Ellis and Ferreira-Junior, 2009: 384). Recent research has stressed the role of L1 frequency 
and chunking in providing relevant materials and exemplars to language learners, while teaching 
materials such as textbooks ‘combined with a deductive emphasis will disrupt the sequence, at 
the extreme producing learners who compute by a mix of pedagogical rule, direct translation, 
and online declension’ (Ellis, 2002: 320).

For UB, the main task for L2 learners is to learn the probability of the distribution of a con-
struction and the mapping of form to meaning as conditioned by context. Understanding that 
there are units beyond the word (chunks, lexical bundles, collocations, etc.) and that grammar 
and lexis should not totally be seen as inseparable entities can help language teachers understand 
some of the conditions that govern L1 use and, consequently, explain the behaviour of poten-
tially learnable constructions in L2 instructed contexts. As Ellis, Römer, and O’Donnell (2016) 
put it, formulaic language is comprehended and produced more readily by L1 speakers. Bringing 
formulaicity closer to the language classroom is one of the most fascinating challenges for all 
of us involved in L2 education. To do this, a reformulation of how we understand declarative 
knowledge is necessary.

In this section I have tried to show how UB is evolving our understanding of language 
learning by examining how human interaction with language and with people shape up 
our usage of language. This type of research has potentially a profound impact on how lan-
guage teaching and learning will be understood in the forthcoming years. However, foreign 
language teaching (FLT) is complex and, arguably, a global phenomenon that is likely to be 
affected by a wide range of theoretical perspectives. In the next section, I will discuss some 
research that showcases the complexity and the wide scope of research that is found in SLA 
studies.

How can SLA research inform teacher education?

The following selection of papers examine different areas of research that are of potential inter-
est to both trainee and in-service language teachers. Far from offering a complete picture of the 
field, they have been chosen as they are representative of different areas of inquiry and research 
methodologies where the gap between technical and practical knowledge can be bridged (Ellis, 
2010). In short, they deal with the use of technology in L2 learning and teaching, teachers’ 
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attitudes to grammar teaching, the types and effectiveness of corrective feedback and a recon-
ceptualization of the role of SLA research in multilingual societies.

Golonka, E. M., Bowles, A. R., Frank, V. M., Richardson, D. L. and Freynik, S. (2014) ‘Technolo-
gies for Foreign Language Learning: A Review of Technology Types and Their Effectiveness’. 
Computer Assisted Language Learning, 27(1) 70–105.

Read this paper if you are interested in the use of ICT in language teaching.
Research methodology: systematic review of previous research. This paper reviews the evidence 

for the effectiveness of different types of technology and computer assisted language learning 
(CALL) in L2 learning and teaching. Review articles are extremely useful papers where the 
authors synthesize an area of research by applying a rigorous methodology in the selection, 
review and assessment of the research that has been carried out in a given topic or area. In this 
case, the authors used a categorial scale (Strong–Moderate–Weak) to assess the empirical support 
for claims of effectiveness of different technologies. With white boards, for example, language 
learners are expected to be more motivated and engaged in the process of learning. However, 
the research reviews in this paper failed to offer evidence of those claims or the evidence was 
weak because of research methodological flaws or lack of empirical data. On the contrary, 
research examining synchronous chats was able to provide strong evidence of their effectiveness. 
Chats facilitate ‘communication and collaboration among students or between students and 
[other] speakers without constraints of distance or location’ (p. 74), and according to the authors, 
chats seem to promote noticing and facilitate focus on form instruction.

Burgess, J. and Etherington, S. (2002) ‘Focus on Grammatical Form: Explicit or Implicit?’. Sys-
tem, 30(4) 433–458.

Read this paper if you are interested in teacher beliefs, grammar teaching and English for Aca-
demic Purposes (EAP).

Research methodology: survey. This paper explores the beliefs, attitudes and the self-reported 
practices of 48 teachers teaching pre-sessional EAP classes in British universities regarding 
grammar teaching and learning. This research is interesting for two reasons: (1) it discusses 
different ways to teach grammar by looking at focus on form constructs, an important area of 
research in SLA during the last 20 years. In short, when it comes to teaching grammar SLA 
studies have researched three approaches, namely, Focus on FormS (explicit teaching of gram-
mar points), Focus on Form (an occasional shift of attention to form in the context of meaning-
oriented activities) and, finally, no attention to form or Focus on Meaning; (2) explores the 
self-reported practices of teachers and their interpretation of some relevant SLA constructs and, 
very importantly, places language teachers on the spotlight as relevant stakeholders in SLA. The 
paper also is very interesting from a methodological perspective as it offers an excellent discus-
sion of how the survey was built. The researchers (p. 438) identified ‘dichotomies and continua 
within the teaching of language and of grammar in particular [and] were incorporated into a 
framework for a consideration of grammar teaching’. These continua were: explicit vs implicit 
grammar teaching, analytic vs experiential and Focus on FormS vs Focus on Form differences. 
The results suggest that while language teachers seem to prefer the use of a Focus on Form 
approach, they seem to be aware that most of their students (in pre-sesional EAP UK univer-
sity courses) prefer a more explicit, traditional approach to grammar teaching. An interesting 
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paper to read is Russell and Spada (2006) meta-analysis on the efficacy of feedback on second 
language (L2) grammar.

Li, S. (2010) ‘The Effectiveness of Corrective Feedback in SLA: A Meta-Analysis’. Language 
Learning, 60(2) 309–365.

Read this paper if you are interested in understanding and providing corrective feedback to 
language learners.

Research methodology: meta-analysis. This research examines 22 papers and 11 Ph.D. disserta-
tions on the effectiveness of corrective feedback in language learning. Research on feedback 
has looked at different areas of interest to language teachers such as different types of feedback 
and their effects, the effect of recasts (the repetition of an ‘error’ back to the learner in a cor-
rected form) as well as the learners’ uptake of feedback. In general, recasts are the most frequent 
feedback type in the language classroom, seem to facilitate SLA and explicit feedback seems to 
be more effective than implicit feedback. In short, Li found that the most widely researched 
types of feedback are recasts, explicit correction, and clarification. Explicit correction showed 
substantially larger immediate effects than metalinguistic feedback and recasts. On long-delayed 
post-tests (weeks after the end of the experiment) implicit feedback seems to be more effective.

Meta-analysis research averages the effect size of research that makes use of quantitative 
methods across different populations. An effect size is ‘a descriptive statistic that expresses the 
magnitude or strength of a relationship’ (Loewen and Plonsky, 2016: 56) and it is used in this 
type of analysis as a proxy for the impact of the findings across different research studies. Read-
ing meta-analyses is an excellent way to become familiar with the research in an area of inter-
est for language teachers and can provide insight into the varied research methodologies used 
and groups of learners most frequently targeted by L2 researchers. In this meta-analysis, most 
research looked and younger adults and English language learners.

Douglas Fir Group (2016) ‘A Transdisciplinary Framework for SLA in a Multilingual World’. 
The Modern Language Journal, 100(S1) 19–47.

Read this paper if you are interested in understanding contemporary accounts of SLA in the 
context of multilingual societies.

Research methodology: this is a position paper where distinguished SLA researchers reflect on the aims 
and practice of SLA. The framework proposed in this paper is the result of the collaboration of 
a group of 15 researchers with different theoretical roots, including (as featured in the origi-
nal paper) sociocultural theory, language socialization theory, social identity theory, complexity 
and dynamic systems theory, usage-based approaches, the biocultural perspective, ecological 
and sociocognitive approaches, variationist sociolinguistics, systemic functional linguistics and 
conversation analysis. The authors claim that transdisciplinary work is needed to advance funda-
mental understandings of language learning and teaching, including understandings of linguistic 
development in an additional language, taking into account forces beyond individual learners 
and, among others, to promote the development of innovative research agendas for SLA in the 
twenty-first century. The framework is informed by a set of prominent themes (Han, 2016) in 
SLA during the early years of the twenty-first century:

• Language competences are complex, dynamic, and holistic.
• Language learning is semiotic learning.
• Language learning is situated and attentionally and socially gated.
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• Language learning is multi-modal, embodied, and mediated.
• Variability and change are at the heart of language learning.
• Literacy and instruction mediate language learning.
• Language learning is identity work.
• Agency and transformative power are means and goals for language learning.
• Ideologies permeate all levels.
• Emotion and affect matter at all levels.

The framework displays three levels of relevance in L2 learning: a micro level of social activity, 
a meso level where sociocultural institutions and communities operate, and a macro level of 
ideological structures. This framework has been criticized by Han (2016), who thinks that the 
learner as an individual and learning are not well accounted. Han (p. 738), somehow poignantly, 
maintains that ‘language learning is a complex, ongoing, multifaceted phenomenon’ (p. 36) is 
a long-achieved understanding in SLA, not a newfound revelation’. However, the main value 
of this paper rests upon the recognition that no L2 learning theory or SLA research can fully 
explain language learning: ‘language inextricably involves cognition, emotions, consciousness, 
experience, embodiment, brain, self, human interaction, society, culture, mediation, instruction, 
and history in rich, complex, and dynamic ways’ (Douglas Fir Group, 2016: 39).

Further reading

Loewen, S. and Plonsky, L. (2016) An A–Z of Applied Linguistics Research Methods. London: Palgrave.
 A very accessible introduction to the concepts and techniques used in applied linguistics research. This 

book examines both qualitative and quantitative research methods, sampling procedures, instrumentation 
and analyses found in applied linguistics research. Teachers will find in the examples provided plenty of 
research concepts and terminology that look at classroom based and instructed second language learning.

Mitchell, R., Myles, F. and Marsden, E. (2013) Second Language Learning Theories. Abingdon: Routledge.
 One of the most informative and comprehensive books linking SLA theories and language learning and 

teaching stakeholders. The book will be of interest to language teachers worldwide across a wide variety 
of institutions and levels. This third edition includes a very useful timeline of second language learning 
theory development as well as an excellent glossary.

Ortega, L. (2009) Understanding Second Language Acquisition. London: Hodder Education.
 A comprehensive introduction to second language acquisition that combines in-depth analysis of the 

major areas in SLA and practical knowledge about the learning process in different contexts.
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Introduction: ELTE and corpora?

If language teaching is complex, then language teacher education is an incredibly complex 
endeavour. Supporting novice teachers in their preparation for the myriad of variables and 
influencing factors that will play a part in the success, or otherwise, of their own future students 
is a task that must be approached with the care it deserves. The many questions we ask ourselves 
as language teacher educators when considering course design, development and delivery are: 
how much content (language) should be covered? What theories should be included? Where 
is the practicum best integrated and how much is enough? What is the nature of the received 
wisdom the student teachers come with and how can that be best utilised, or should it perhaps 
be critiqued and discarded? How can the latest technologies be incorporated? What of teacher 
research – which methods, what kind of data and analytical skills are required? How can we 
imbue a strong commitment to ongoing professional development, so that the teacher education 
course is seen as the starting and not the finishing point? And what are the theoretical and prac-
tical frameworks needed to support this CPD? And then there are the philosophical stances that 
novice teachers have towards the nature of language, learning and teaching, also known as wis-
dom of practice (WoP) (Shulman, 2004). How can these be honed, critically developed and best 
aligned with the teacher’s practice? Taking Shulman’s original definition of content (knowledge 
about language), pedagogic (knowledge about teaching) and pedagogical content knowledge 
(transforming content knowledge into a format suitable for teaching) (Shulman, 1987, 1986), 
layering this with WoP (Chappell, 2017: 435), and adding technological knowledge (Mishra and 
Koehler, 2006) to give a TPACK (technological, pedagogic and content knowledge) acronym, 
goes some way to simplifying the complexity of the ELTE context. This is represented visually 
in Figure 18.1, as overlapping and integrated zones.

The aim of this chapter is to explore the ways in which corpus linguistics (CL) can 
facilitate teacher development in each of the spheres represented in Figure 18.1. Based on 
our own and other reported experiences of using CL in ELTE, we demonstrate the ways in 
which this approach is one of the ways teacher educators can more easily align their espoused 
theories (what they say they believe) with their theories in practice (what can be reasonably 
understood to be their beliefs based on direct observation of their practice) (Schön, 1987). 
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In other words, so that they can practise what they preach in terms of supporting novice 
teachers to become independent, aware, critical, inquiring, reflective practitioners. We have 
long argued (e.g. O’Keeffe and Farr, 2003; Farr, 2010) that corpora continue to play a minor 
part in much teacher education but are a resource with much potential (see also Römer, 
2006).

So, what do we mean by corpus linguistics? A simple definition is: the electronic analysis 
of a digital collection of naturally occurring spoken (in a transcribed format) or written lan-
guage, potentially with additional contextual information. This analysis allows the user to get 
information such as frequency of use, patterns of use, collocations, range of use across texts, plus 
additional statistical information. A basic example of this is the Google NGram Viewer, which 
tracks the frequency of use of a word over time in its Google Books database and displays it 
on a line graph. And there are other easy to use interfaces such as Just-the-Word, based on 
the British National Corpus (BNC), which produces a list of the most common collocates of 
the search word, sorted by pattern. Such sites can be effective on shorter ELTE courses as an 
introduction to the concepts of CL, without the need for more serious technological upskill-
ing (see Naismith, 2017 for examples of their use on intensive CELTA courses). On the other 
side of the cline is the full integration of CL approaches in ways that permeate all aspects of 
the teacher education programme, and this is usually more plausible in the context of an MA 
programme at university level, where time is less of an issue and the academic demands of 
the course are high. This potentially will allow detailed coverage of CL approaches (perhaps 
through following a MOOC, such as that offered by Lancaster on the FutureLearn platform), 
and the use of such approaches in each of the spheres identified in Figure 18.1, including as 
a research tool for an MA dissertation (see Farr, 2008 and Zareva, 2017 for such accounts in 
grammar courses).

Teacher 
research

Wisdom of 
prac�ce

Content

Pedagogic 
content 

Technological

Pedagogic

Figure 18.1 Teacher knowledge
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Using corpus approaches: practical issues and considerations

In our 2003 article (O’Keeffe and Farr, 2003), we outlined some of the key decisions that need 
to be made when taking a CL approach in teacher education. It is timely to revisit these here, 
some 15 years later, to determine what has become redundant, what remains true, and what 
needs to be added to that list in order to take account of changes that have taken place dur-
ing the interim period, both in terms of technology, information and pedagogic approaches. 
In 2003, using this terminology, we discussed building versus buying a corpus; spoken versus 
written data; small versus large corpora; native speaker versus learner or non-native corpora; and 
using handouts versus allowing students to work ‘hands on’ with the data. Below, we reframe 
some of these discussions in light of changes, such as ease of access, more advanced technology 
etc., that continue to affect the ways in which we integrate corpus use in ELTE.

To build or not to build?

It is slightly amusing that we began this section with the following statement: ‘Many corpora 
are now commercially available and some can even be purchased for under $100’ (O’Keeffe 
and Farr, 2003: 407). In fact, much of our effort at that time was spent on trying to secure fund-
ing to buy the few corpora that were available, either in disk format or through subscription. 
The question of ‘buying’ has now become all but redundant as there are a vast array of corpora 
readily and freely available online, representing many genres, varieties and registers. One prime 
example, is the Brigham Young collection of corpora, collated by Mark Davies (https://cor 
pus.byu.edu), which contains freely available, searchable spoken and written corpora that run 
into billions of words and are reportedly accessed by 130,000 distinct users each month. Scott 
Thornbury has also produced a very useful video tutorial available on YouTube describing how 
to use COCA, the Corpus of Contemporary American English, which is part of the BYC (also 
available online: <https://scottthornbury.wordpress.com/2013/05/12/c-is-for-coca-corpus>. 
Murphy and Riordan (2016) provide an up-to-date broad overview of corpus types and uses. 
Their chapter outlines five types of corpora: general, parallel, historical, multimodal and spe-
cialised. In each section, they provide an overview of the corpus type, the key issues associated 
with the type as well as its applications in pedagogical contexts. So, the question of availability 
and cost have largely become irrelevant. This does not however, negate the need to consider 
whether it is desirable to build or collate one’s own corpus. This can be a time consuming and 
complex task (see Reppen, 2016 for details of how to compile a corpus), and one which is gen-
erally undertaken by teacher researchers as part of an MA or PhD thesis project if they wish to 
examine a specific variety or genre that is not available to them from other sources (see below).

Spoken versus written

Direct access to spoken versus written corpora, although easier, continues to be a challenge in 
relative terms. But there has been a change:

In comparison with written corpora, spoken corpora have not developed at the same rate 
[….] The reasons for this are largely to do with the huge costs and time involved in com-
pilation and transcription, as well as access to recordable data. What has developed over 
the last 20 years, however, is an acknowledgement of the importance of spoken corpora in 
creating a fuller understanding of everyday spoken language, especially casual conversation.

(Caines et al., 2016: 348)

https://corpus.byu.edu
https://corpus.byu.edu
https://scottthornbury.wordpress.com


Using corpus approaches in ELT education

271

McCarthy (1998) accounted for the dearth of spoken data in light of costs, access to appropriate 
and representative speech data situations, quality of recording, time involved in transcription, 
difficult decisions in relation to level of detail to include in transcription, and so on. Other than 
quality of recording, most of these considerations have become even more problematic. Stricter 
and tighter ethical protocols around data gathering and legal mandates around data storage have 
made it almost impossible to collect spoken language representation from some user groups (for 
example, children or vulnerable adults). These protocols are for the protection of individuals and 
are to be welcomed but they have brought a new reality to many interested in the compila-
tion of spoken data. Having said that, where access is relatively straightforward, we have seen a 
growth, and a resultant discernible integration of the findings from spoken language research 
into materials development. In his 2015 article, Alex Gilmore examined the influence that dis-
course studies (including corpus linguistics) has had on language descriptions and task design in 
published ELT materials, and highlights that ‘the “corpus revolution” (Rundell and Stock, 1992) 
has had a major and lasting impact on language learning materials in some respects’ (Gilmore, 
2015: 511). We now have two major grammar reference books which are corpus based (Biber 
et al., 1999 and more recently Carter and McCarthy, 2006), a range of course books, and many 
on-line materials. And it would be fair to say that not many, if any, publisher would dream of 
producing a dictionary which was not corpus based. This has meant that we are getting to a 
point where the spoken language descriptions and examples that are available to learners are 
much more reflective of real language use, both in substantial terms and as influenced by con-
siderations of frequency and context of use. Therefore it is important that teacher education 
programmes also have a stronger focus on spoken language corpora and language awareness 
to equip teachers with the relevant conceptual frameworks to appropriately mediate published 
language learning materials.

Small versus large

Our arguments in terms of corpus size have not changed fundamentally and our original asser-
tion ‘whether to use a large, generalized corpus or a small, specialized corpus depends on the 
teacher educator’s particular needs’ (O’Keeffe and Farr, 2003: 409) still holds true. When using 
larger corpora, it is easier to discern repeated patterns of use and collocation, but smaller cor-
pora are extremely useful for examining a specialised genre (Flowerdew, 2004). Small corpora 
are useful for introducing students to corpus techniques and methods, as they can sometimes 
feel overwhelmed by the sheer number of ‘hits’ they get for a particular search item in larger 
corpora. This is a more salient point amid today’s world of billion word corpora. Small corpora 
can also allow the user to more readily access contextual information, where this is available, and 
this can be of great benefit if you are conducting pragmatic research (e.g. investigating the use of 
pragmatic markers in classroom discourse or power relations within spoken or written interac-
tions – see O’ Keeffe, 2018). Small contextualised corpora, which include a lot of information 
about the participants (i.e. metadata) are also of those interested in the corpus-based investiga-
tion of sociolinguistic variables (for example, Farr and Murphy, 2009, Murphy, 2010).

Learner corpora

Through research into learner language, CL has played a key role in maintaining the continu-
ity of focus on learner interlanguage from the early 1990s. The pioneering International Cor-
pus of Learner English (ICLE) project (Granger, 2002) brought a new intensity to the study 
of interlanguage because of the possibilities it opened up not just for the large-scale study of 
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interlanguage but also for contrastive analysis (Tono and Díez-Bedmar, 2014). The main focus 
of early learner corpus research was on learner error analysis and, as noted by Gilquin (2008: 6), 
this allowed for systematic and contextualised analysis of learner language and enabled research-
ers investigate what learners get right, what they overuse and what they under use relative to 
native speakers.

Looking at current trends in learner corpora, we can say that they have enjoyed a relatively 
strong period of growth, and with this has come an expanded portfolio of use and usefulness (see 
Granger and Meunier, 2015 for a comprehensive overview). This has come at the same time as 
wider acceptance of outer circle Englishes as a continuously expanding realm (Kachru, 1992). In 
a very recent edited volume by Brezina and Flowerdew (2017), there are discussions of learner 
corpora for the investigation of learner language use (disagreement, self-repetitions, disciplinary 
genres, phrasal verbs, and figurative language). All of these investigations and their findings are 
likely to inform our discussions of variables on SLA and classroom practice in teacher education 
contexts. More interesting though, this volume also contains a section of three chapters on task 
and learner variables: the effect of task and topic on opportunity of use (Caines and Buttery, 
2017); the effect of proficiency and background on phrasal verb usage (Marin-Cervantes and 
Gablasova, 2017); the effect of a study abroad period (Götz and Mukherjee, 2017).

Another important development in learner corpora in recent years, which has important 
implications for ELTE, is that they are increasingly basing their calibration of level on the Com-
mon European Framework of Reference for Languages (CEFR) as opposed to the learners’ year 
of study (O’Keeffe and Mark, 2017). The English Profile Project (www.englishprofile.org) offers an 
important strand of new CEFR-based learner corpus research which is leading to pedagogical 
resource outputs. They are based on the Cambridge Learner Corpus (CLC), a 55 million-word 
collection of learner exam writing, of which over 30 million words are error coded. Apart from 
the ongoing body of research, the main resource outputs are listed below. These should all be of 
application in ELTE programmes as they will help bring more precision to materials selection, 
design and grading (in terms of choosing the right material for a given cohort and designing 
an appropriate task):

1. The English Vocabulary Profile (Capel, 2010) – [www.englishprofile.org/wordlists] this corpus- 
based resource profiles the CEFR level at which learners can use a given word and its 
meaning. For example, using the searchable interface, it tells us that the homonym bark 
can be used by B2 learners in the sense of the sound that a dog makes but learners cannot 
use it metaphorically, as in His boss was barking at everyone in the office, until C2 level and 
the sense the hard, outside part of a tree is also not acquired until C2 level. The resource 
can also be used to generate lexical sets around typical pedagogical topics (clothes, food, 
travel, etc.) and these can be used to design vocabulary lessons around lexical sets which are 
linked to the given level of the learners. Using this resource in ELTE, will bring attention 
to the importance of being aware of teaching level-appropriate vocabulary sets and it also 
underscores the importance of focusing on the polysemic nature of vocabulary where the 
most frequent 2000 words account for the up to 83 per cent of coverage in a given text 
(see O’Keeffe et al., 2007).

2. Text Inspector is a tool which uses corpus research into vocabulary acquisition across the 
CEFR, including EVP (as detailed above), and allows the user to copy and paste a text into 
its interface so as to instantly generate a lexical profile of that text. This will prove a very 
useful tool for ELTE as it allows for more precision in choosing texts that are appropriately 
pitched in terms of vocabulary level. This will be especially important when designing 
assessments so that texts that contain lexical items above the level of the test are not selected. 

Fiona Farr and Anne O’Keeffe
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Figure 18.2 illustrates a lexical profile of a short extract from Bram Stoker’s Dracula, by way 
of example.

3. The English Grammar Profile (O’Keeffe and Mark, 2017) – [www.englishprofile.org/eng 
lish-grammar-profile] this resource profiles the grammatical competence of learners at each 
level of the CEFR. It outlines over 1,200 reference level descriptors, or ‘can do statements’ 
across the six competence levels. This resource marks a major shift of focus from learner 
error to learner competence. In the context of ELTE, this will prove an important refer-
ence point for syllabus and materials design in relation to grammar. It shows how learners 
acquire forms developmentally and how, as they grow in proficiency, they often continue 
to acquire new functions and pragmatic functions of syntax that they may have learnt at 
an early stage. An example of this is the Past Simple, which learners acquire at A1 level, in 
a limited way, but even at B2, they are still acquiring new uses, such as the examples below, 
which show learners at B2 using the Past Simple after If to show politeness:

It would be great if you sent me a free copy of the next edition of The Student Tourist 
Guidebook (B2, Korean).
I would be grateful if you gave me this job (B2, Greek).

(www.englishprofile.org/english-grammar-profile/egp-online)

Hand outs versus hands on

The discussion here relates to the direct versus indirect (mediated or moderated) access to 
language corpora, the major difference being the time and level of technical and analytical 
skills needed by the user for direct access in a data-driven learning (DDL) context (as discussed 
further below). As Boulton (2012: 152) underlines ‘one of the most apparent obstacles to DDL 

Figure 18.2  An example of how Text Inspector can be used to profile vocabulary of a given text, 
generated on www.englishprofile.org/wordlists/text-inspector

http://www.englishprofile.org
http://www.englishprofile.org
http://www.englishprofile.org


274

is the use of the technology itself – the computer with its query software and interfaces for 
accessing electronic corpora’. Extensive training in corpus literacy is generally required for 
direct access on a computer or other electronic device (see for example, Farr, 2008; Heather and 
Helt, 2012; Zareva, 2017) to be able to do any meaningful analysis of the data. This needs to be 
considered in the context of the teacher education programme. Within our own institutional 
contexts, at MA level, we do integrate full direct access for our student teachers, and on some, 
but not all, of our shorter TESOL programmes at undergraduate level. Where direct access is 
not a viable option, ‘the obvious question is whether the computer can be removed from the 
equation without losing the benefits of the overall approach’ (Boulton, 2012: 152), and in our 
own practice we use learning materials that are corpus-based or corpus-informed, and at the 
very least the student teachers interact with a simple on-line corpus interface to get a sense of 
what is possible. Bouton’s study compares a hands-on and hands-off approach with groups of 
language learners and found that, with some caveats, the paper-based option does represent a 
‘viable option’. We do remain true to our original contention in 2003 that even when adopting 
a direct access approach, it is usually very important to begin with some paper-based introduc-
tions in order to help develop conceptual frameworks before student teachers get distracted by 
the technology, overwhelmed by the volume of search return items, or diverted into statistical 
analyses that may be outside of their comfort zone. This sentiment is echoed in the research of 
Ebrahimi and Faghih (2017) on the reflections of MA TEFL students on their experience with 
using corpora for the first time.

Developing technological knowledge

Zareva (2017) reports on a questionnaire-based study of 21 TESOL trainee teachers enrolled on 
an MA Applied Linguistics, Teacher Education and Teacher Development programme in which 
she explored a number of research questions relating to the use of corpus linguistics within 
the programme. One of the key questions focused on the level of preparedness of the graduate 
students. Based on their self-reports within the surveys, only 43 per cent (n = 9) knew what a 
corpus was and only 29 per cent (n = 6) had ever used a corpus. To introduce a corpus literacy 
component to ‘the already dense content of an English grammar course’ (ibid.: 76) meant using 
five class periods over the first ten weeks of the semester. Feedback showed that teacher trainees 
felt this was very worthwhile. In fact, when asked whether they would recommend removing 
the corpus component from the grammar modules, they unanimously agreed that it should not 
be removed. While they felt that the preparatory input prepared them well, they had feedback 
on what needs to be improved. Two of the three of these related to technological knowledge: 1) 
dealing with technical difficulties (how to navigate a corpus, how to use wildcards in searches, 
restricting and filtering searches and getting to know the corpus interface), and 2) needing 
more hands-on practice in class. These concerns are consistent with other studies. Farr (2008), 
Heather and Helt (2012) and Ebrahimi and Faghih (2017) all cite user-related struggles with 
the technical side of using corpora, such as dealing with the interface, figuring out how it all 
works, interpreting findings. Interestingly, Zavera (2017) notes, the area that trainees found most 
challenging in the use of corpora within their English grammar module related to coming up 
with a project idea. In one sense, this is heartening as it is more a cognitive than a technical 
challenge. However, it points to an inter-related issue, namely the need for an understanding of 
the iterative process involved when using corpus interfaces to interrogate language. While tech-
nical processes and challenges can be explained and abated, an individual faced with a screen 
of concordance lines or a frequency list still has to find their own way in terms of following 
a querying pathway. In other words, the interactive processes of going from frequency lists to 
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concordances, to sorting and resorting to follow up hypotheses about patterns of use is also a 
core skill. While on the one hand it requires a critical level of technical skill, it also requires an 
iterative thought process.

Developing language awareness (content knowledge)

In the aforementioned Zareva (2017) study, it is notable that one of the key themes from the 
teacher trainees who were surveyed on the use of corpus linguistics as part of their grammar 
modules was that they found that it heightened their awareness of grammar and that they saw 
the use of CL within this module as going hand-in-hand with acquiring a deeper cognitive 
understanding of language as a system. One informant summed this up as follows (Zareva, 2017: 
75): ‘It was a huge benefit to “see” the grammar we talked about in class being used in real-life 
language’. The same informant also noted the link to future practice through this statement: ‘it 
was useful in understanding descriptive grammar and its relevance to ESL teaching’ and s/he 
found an integrative benefit to the use of CL in the ELTE programme, ‘it also offered a quantita-
tive side to the class that helped reinforce the lectures.’ These findings underscore those of Farr 
(2008). One of her informants reported that the use of CL on their MA programme helped to 
uncover ‘functions and structures in language not found in grammar books’ (ibid.: 36). Farr also 
notes that the fact that corpora represent ‘real language use in context’ was viewed as an asset in 
their awareness of language process.

What is heartening about Zavera’s (2017) study is that participants cited 43 advantages in all 
to learning how to use CL in their programme and when these are collapsed into three over-
arching themes in terms of their gain in expertise they bode very well for not just present gain 
in language awareness and content knowledge but to future application and continuing profes-
sional development within the practice:

1. Language use and ESL teaching (74 per cent): they cited the many applications that they 
could envisage for using CL in their professional practice, including, inter alia, grammar 
teaching, academic vocabulary, vocabulary and collocations, developing writing skills, find-
ing authentic examples, contrasting different language usage;

2. Research (16 per cent): for instance, they envisaged other opportunities to apply their new 
knowledge in other areas of their graduate studies;

3. Professional empowerment (10 per cent): often at a personal level, informants cited a sense 
of excitement and empowerment at about being able use their new skills to follow up their 
language queries and interests, summed up by the comment, ‘it opens up a whole new 
world to me’ (Zareva, 2017: 75).

Developing pedagogical knowledge

In addition to the more well-established use of corpus approaches in language awareness con-
texts, there are a number of ways in which small, local or personally constructed corpora can 
help facilitate improved pedagogic awareness of practice. Earlier research has described how the 
collection and analysis of corpora from the teacher education context can help us to understand 
it better (for example, the TP feedback context reported in Farr, 2010, or the construction of 
teacher identity in personal narratives and shared discussions in online modes reported in Farr 
and Riordan, 2015), and hence make informed decisions about how the process of teacher 
education can be made more effective. Such research has focused on how teacher educators 
can reflect on and improve their practices. The focus of the present discussion will be on how 
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corpus-based evidence can be used to inform and improve the pedagogic practices of student 
and novice teachers undertaking a teacher education course. We situate this in the context of 
reflective practice (RP) as a framework for professional development, specifically as part of the 
practicum component of the course. Based originally on the work of Dewey and Schon (Far-
rell, 2012), much has been written on the usefulness of RP in teacher education, and it has 
established itself firmly as a developmental tool (for example, Mann and Walsh, 2017). One of 
the difficulties associated with it however is that it can be overly introflexive (looking inwards 
at oneself) and intuitive, and calls have been made to use more evidence as a basis for change 
and progression, where necessary (Akbari, 2007; Farr and Riordan, 2017; Mann and Walsh, 
2013). To that end, we have implemented the use of the evidence-based PENSER (translates to 
think/reflect, from French) framework (Farr and Farrell, 2017) at our home university. This RP 
framework allows the student teacher to use and analysis corpus-stored evidence of classroom 
interactions, compared with other genres, where relevant, to inform their reflections and plans 
for change. The PENSER model proposes the following five-stage framework for novice teach-
ers to assist their development during the practicum:

1. Problem identification: individual challenges are identified and articulated through 
observing and reflecting on personal practice.

2. Embracing: these challenges are accepted as issues in need of further investigation, under-
standing and improvement and there is a commitment to these actions.

3. Noticing: experienced teachers are observed to facilitate a better understanding of the 
challenge and to provide examples of practice to be considered for assimilation.

4. Solving: a solution for personal change to practice is proposed, planned and implemented.
5. Exploring and Researching: the solution is investigated and critically evaluated to deter-

mine if the challenge has been appropriately overcome or if further engagement is needed.

At each stage in this process, appropriate corpora of classroom data can provide a source of 
evidence for the decisions and focus of the RP undertaken. Such corpora can be transcribed 
spoken language, or multi-modal to include video recordings (see Adolphs and Carter, 2013 
for details on building and using multimodal corpora). And while it would be far too time-
consuming for an individual to build corpora of all of their own practice sessions, institutions 
can build up a library of such resources over time and make them available to their student 
teachers each year. At our home institutions we now have a range of classroom data in corpus 
format, and we build on this each year with contributions from students, teachers and research-
ers. Farrell (2015) provides good examples of how to explore individual awareness and use of 
regional and ‘standard’ language among cohorts of novice and experienced teachers as part of 
their professional development.

Developing wisdom of practice

Shulman (2004) developed the concept of teachers’ Wisdom of Practice (WoP) to refer to the 
philosophical stances that frame their evaluation of what is going on in the classroom. In other 
words, their beliefs, their values, and their opinions, about language, how it is taught and how it is 
learned. This fits well with the work on teacher cognition that has triggered much understand-
ing in the field of ELTE (for example, Borg, 2006; Li Li, 2017). Chappell (2017: 434) argues that 
‘finding ways to support teachers in articulating, interrogating, and developing their WoP is a 
powerful way to assist them in better understanding and developing their teaching practices’. He 
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proposes a social and collaborative framework to develop teachers’ WoPs (ibid.: 441). It involves 
the three stages of:

• Articulation: revealing the true nature of theoretical and philosophical stances
• Interrogation: comparison with other theoretical stances and comparison with actual 

classroom practice
• Change implementation: integrating the required innovations in practice to fit with 

the new theoretical orientations.

The use of corpus-data of classroom interactions, and other teacher-student interactions, can 
provide compelling evidence for stages two and three in this framework. Schön (1987) dif-
ferentiates between espoused theories (what teachers say they believe) and theories in practice 
(what can reasonably be assumed to be a teacher’s beliefs based on observing their practice), and 
using evidence from practice is one convincing way through which teachers come to realise any 
divergences or discrepancies between both, and initiate desired changes. In simple terms, this is 
about getting the walk to match the talk and vice versa.

Developing pedagogical-content knowledge

Pedagogical-content knowledge is about manipulating, mediating and developing content,  
English language in this case, so that it becomes useful for learners and learning contexts. This 
can happen in two ways. Indirectly, when corpus research findings ‘get through’ (Gilmore, 2015: 
511–512) in the form of dictionaries, reference grammars, innovative approaches to textbook 
design or electronic resources as detailed above. There are not many corpus-based examples of 
all of these resources available to teachers, and although they have not been directly involved 
in their development, by preparing to teach and by mediating the materials for their students 
they can develop their own awareness of how corpus-based findings relevantly inform and 
direct pedagogic materials and how they might best be exploited for this purpose. Teachers can 
become more aware of notions of frequency of use, context-differentiated language use, and 
collocational language use, when using materials that are based on evidence from corpus-based 
research.

In a more direct way, teachers can engage in their own materials development, based on 
corpora. The use of smaller, often locally produced/gathered, specialised corpora is quite well-
established to teach academic or professional English (for example, Flowerdew, 2004). Teachers 
are almost always de facto materials developers to some extent for their own students. The use of 
corpus materials with learners fits well with the SLA concept of ‘noticing’. According to Mishan 
and Timmis (2015: 40):

It is little surprise really that this field that depended on the ‘noticing’ of patterns (lexical, 
grammatical, discourse, pragmatic etc.) in corpus data conceived pedagogical applications 
that were a perfect ‘fit’ with this SLA theory. An early application was data-driven learning 
(DDL) (e.g. Johns, 1991), probably the closest pedagogically to CL research itself, which 
saw learners mining raw data (in the form of concordances) in order to expose grammatical 
patterns from which they could infer rules of use.

Mishan and Timmis provide much more detail on the principles and use of DDL in Chapter 5 
of the same volume on Materials Development in TESOL. In fact, a word search for ‘corpus’ in 
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that volume produced 71 occurrences, an indication of the growing importance of corpus data 
in the field of materials development. And, as discussed earlier, while DDL models, which allow 
learners to have direct access to corpora through computer interfaces, may not suit all learners 
or contexts, teacher mediation of corpus materials can be equally effective (Boulton, 2012).

Teacher as researcher

As recently as August 2017, in the ELT Journal, Peter Medgyes returns to the relationship 
between teacher and research in a context where he states that, ‘It is a fact that a very low pro-
portion of practising teachers are in the habit of reading ELT-related research papers’ (Medgyes, 
2017: 491), and goes on to discuss various reasons why this is the case, including the disparate 
nature of the two activities. From another angle, Borg (2009) identified a number of reasons 
why so few teachers are directly engaged in research activity (either reading or doing research), 
the most frequently cited being time constraints and limited access to books and journal articles. 
Those who did engage, did so primarily as part of a professional programme of study. Like Paran 
(2017: 501) we strongly believe that ‘intuitions and beliefs are not reliable when complex issues 
such as teaching and learning are concerned. This is where a research-oriented or evidence-
based approach comes into play’. Teacher education programmes are precisely the appropriate 
place to engender this spirit of enquiry, or research, if research is taken in its broad meaning. 
It is here that prospective teachers learn the tools of research, such as appropriate methodolo-
gies, how to survey the relevant literature and make sense of it, how to collect and analyse data 
and how to disseminate and report findings to others, or simply to implement changes to one’s 
local practice. And it is in this realm of a teacher education programme that there is a place for 
corpus-based methodologies and principles. They can be used to systematically explore practice 
in a more formal manner than suggested in the previous two sections on pedagogic knowledge, 
or to explore language through a research lens. In addition, corpora provide the kind of data and 
evidence which are central to teacher development (Mann and Walsh, 2017).

Hockly (2017: 364) suggests that

the term ‘ELT researcher’ is a broad one, taking in experienced academic researchers who 
are au fait with qualitative or quantitative research methods on the one hand, to ‘teachers as 
researchers’ on the other, that is practising English language teachers interested in carrying 
out more informal or ad hoc action research based on their classroom practice.

Whichever is the case, collecting or collating a corpus for research purposes is a very legitimate 
way to explore language in use from a variety of contexts. Data is everywhere and it is now 
easier than at any other time in the past to build a corpus by scouring the internet. A couple of 
hours of effort can easily yield a sizeable corpus ready for analysis and investigation to answer a 
specified set of relevant research questions. There are however a range of complex ethical con-
siderations around digital or online data gathering and use. Consent and anonymity are not as 
straightforward as they might be in face-to-face contexts. The Association of Internet Research-
ers (AoIR) provide ethical guidelines which will help researchers steer clear of unethical pitfalls, 
inadvertent or otherwise.

Looking to the future

Returning again to our (2003) paper, we note our call at that time for the need to educate teach-
ers who can manipulate language corpora for their own pedagogic ends, scrutinise and evaluate 

Fiona Farr and Anne O’Keeffe



Using corpus approaches in ELT education

279

findings that are presented as ‘facts’, so that they will be better placed for the socio-cultural media-
tion and pedagogic recontextualisation of these resources and findings in their language class-
rooms of the future. In terms of looking to the future, we can say that so much amelioration has 
occurred technologically to allow this to happen. Corpora and software are freely available, online 
supporting training materials for their use abound, and so on. The conditions seem ripe for a 
future where the integration of corpus linguistics in ELTE will be a given. Yet, despite all of these 
affordances, we are mindful of Ebrahimi and Faghih’s (2017: 121) caveat in relation to current 
practice, that, ‘the reality is that they [corpora] are still rarely used by language teachers’. Collating 
ELTE practice-based evaluative studies of the use of corpus linguistics on MA programmes play a 
key role in addressing why this is so. The work of Farr (2008), Heather and Helt (2012), Ebrahimi 
and Faghih (2017) and Zareva (2017), among others, is crucial to informing the way forward 
because they put corpora to the test in ELTE and invariably expose both the highs and lows of 
their use. Evidence from these studies shows that student teachers are aware of the challenges in 
terms of technical skills, time and application but they invariably seem to enjoy the use of corpora 
and to see the benefit of having corpus linguistics skills as part of their ‘toolkit’ (Timmis, 2015).

The future of ELTE seems firmly set in the socialisation of teachers in a way that is depend-
ent on a set of understandings (Freeman, 2016), and the central argument of this chapter is that 
using corpus-based evidence in qualitative or quantitative ways can help to develop these under-
standings in ways that are relevant, local and even personal to the individual. We have briefly 
illustrated the ways in which such an approach can enhance the various types of ‘teacher knowl-
edge’ outlined in the introduction. We are not suggesting that this is the only valid approach, but 
it is one that we have found extremely effective when working with prospective teachers on our 
programmes, and one that can complement other tools and methodologies with ease.

Related topics

The language of the classroom/classroom discourse; Teacher knowledge and development;
From language as system to language as discourse.

Further reading

Ebrahimi, A. and Faghih, E. (2017) ‘Integrating Corpus Linguistics into Online Language Teacher Educa-
tion Programs’. ReCALL, 29(1) 120–135.

 This paper reports on the intensive use of an online CL course within an MA TEFL in Iraq and gives 
insight into the benefits and challenges of this approach based on the reflections of 50 participants. It gives 
an interesting perspective on the challenges relating to using corpus linguistics in ELTE in a context where 
access to IT and internet is not a given or to use the authors’ term, in technology-poor educational settings.

Farr, F. (2008) ‘Evaluating the use of Corpus-Based Instruction in a Language Teacher Education Context: 
Perspectives From The Users’. Language Awareness, 17(1) 25–43.

 This research thematically surveys the responses of 25 MA TESOL students to the use of corpora in 
their ELTE programme over a two-semester phase. The longer duration of this period of use is perhaps 
an important variable.

Farr, F. and Murray, L. (eds) (2016) The Routledge Handbook of Language Learning and Technology. Abingdon: 
Routledge. Part IV: Corpora and data-driven learning.

 Part IV offers six chapters which provide practical and illustrated advice on the integration of corpus 
linguistics in language teaching contexts, most of which is also directly relevant to ELTE contexts.

Timmis, I. (2015) Corpus Linguistics for ELT: Research and Practice. Abingdon: Routledge.
 This book offers a very practical curation of the essentials of using CL for ELT research and practice. It 

includes step-by-step guidance on how to use CL to query language in use as well as illustrating some 
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very practical applications for ELT practice, for example how to use CL in English for Specific Purposes 
classes and materials design.

Zareva, A. (2017) ‘Incorporating Corpus Literacy Skills into TESOL Teacher Training’. English Language 
Teaching Journal, 71(1) 69–79.

 Another paper which surveys the incorporation of CL in an MA programme. This offers insight into 
the technical and conceptual challenges that were involved for the MA student but is hearteningly posi-
tive in its overall appraisal.
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As, over the last 30 years, I have developed MAs in ELT, Applied Linguistics and 
TESOL in five different universities, I have struggled to develop an approach to 
methods which meets the needs of teacher education on the one hand, and Applied 
Linguistics on the other.

(UK-based language teacher educator)

Introduction

English Language Teacher Education (ELTE) lies at the interface between ‘teaching in theory’ 
and ‘teaching in practice’. With the exception of short, introductory, and explicitly practice or 
practically oriented courses such as the Cambridge English Certificate in Teaching English to 
Speakers of Other Languages (CELTA; Thornbury and Watkins, 2007), most ELTE programmes 
seek to draw explicitly on disciplinary knowledge while developing the ‘specialised kind of 
knowledge that teachers use to actually teach’ (Johnson, 2016: 125), albeit to differing degrees 
and in differing ways.

Exploring the place of language teaching methods, ‘theories translated into classroom appli-
cations’ (Hinkel, 2005: 631), within ELTE thus brings together a number of key debates and 
perspectives drawn not only from the domain of language teacher education itself, but also from 
the broader field of English language teaching (ELT) and the related academic discipline of 
applied linguistics. Problematising the relationship between ‘theory’ and ‘practice’ and between 
‘theorists’ and ‘practitioners’, these perspectives highlight the importance of teachers’ experi-
ences, beliefs and understandings of their own work and professional contexts in diverse settings 
around the world, and question the relevance and continued discussion of methods within 
ELTE programmes, if, as is claimed, methods are ‘dead’ (Allwright, 1991) and ELT is entering a 
Postmethod era (Kumaravadivelu, 2003, 2006, 2012).

This chapter seeks to navigate these issues. It first outlines ‘traditional’ understandings of 
‘method’ and methods, and the substantial criticisms of these conceptualisations that have 
emerged since the early 1990s. The chapter then traces how thinking about language teacher 
education has developed over the same period, similarly moving away from top-down prescrip-
tions for practice to an appreciation of the importance of teachers’ own contextually based 
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reflections and understandings for their professional development. Given these moves towards 
complexity and diversity in the field, the chapter then asks what, if anything, a focus on language 
teaching methods brings to ELT education, and how methods might be explored in practice 
on ELTE programmes. The discussion draws on and is illustrated by the perspectives of a range 
of ELT educators working in a variety of contexts and on a variety of ELT education courses 
around the world.

‘Method’, methods and Postmethod: concepts and critiques

Although the teaching of English has a long history (Howatt with Widdowson, 2004), ELT 
emerged as a distinctive and recognizable enterprise in the early twentieth century. According to 
many accounts of methods, therefore, for much of the last century, language educators sought ‘to 
solve the problems of language teaching by focusing attention exclusively on teaching method’ 
(Stern, 1983: 452 – emphasis in original; see also, for example, Kumaravadivelu, 2006; Richards 
and Rodgers, 2014). However, while this might have been true of largely UK and USA-based 
theorists and methodologists, we might question the extent to which such concerns were shared 
by teachers around the world, a point we shall return to later in the chapter.

And while some terminological distinctions emerged, including references to language 
teaching ‘approaches’, ‘styles’, and even ‘ways’ (for further discussion, see, for example, Hall, 2017; 
Richards and Rodgers, 2014) alongside the additional challenge of similar terms being used in 
differing ways (Bell, 2003), a method can typically be characterised by its perspectives towards:

a) The nature of language
b) The nature of second language learning
c) Goals and objectives in teaching
d) The type of syllabus to use
e) The role of teacher, learners and instructional materials
f) The activities, techniques and procedures to use

(Richards and Schmidt, 2002: 330)

As this framework indicates, ‘the concept of method has the potential to provide links between 
theory, practical principles and practice’ (Andon and Leung, 2013: 156; emphasis added). Method 
could thus be an appropriate focus for ELTE as it offers a possible route from theories to prac-
tices (moving from a) to f) in Richards and Schmidt’s framework). Equally, starting from activi-
ties, techniques and procedures, i.e., ‘the actual point of contact with the students’ (Cook, 2016: 
258), and moving from Richards and Schmidt’s points f) to a), ELTE programmes could move 
from teachers’ classroom practices to their theoretical foundations. (Such processes could, of 
course, be two-directional, moving from theories to practices, or practices to theories, and back 
again in an iterative cycle of analysis).

Yet the difficulties which surround methods soon become evident once the discussion moves 
from method as simply a concept or a framework for understanding to examine methods in 
practice; this might be methods as pedagogic practice (i.e., methods as implemented by teachers 
in their classrooms) or as a social practice (i.e., methods as both constituting and reflecting the 
professional relationship between theorists and methodologists on the one hand and teachers on 
the other). As Nunan (1991: 3) suggests, all methods in fact:

assume that there is a single set of principles which will determine whether or not learn-
ing will take place. Thus they all propose a single set of precepts for teacher and learner 
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classroom behaviour, and assert that if these principles are faithfully followed, they will 
result in learning for all.

Contiguous with this perspective was the idea that a ‘best’ method could be identified. Indeed, 
it was the twentieth-century search for ‘the best method’ which resulted in the proliferation of 
methods which we can see in ELT today; Larsen-Freeman and Anderson (2011), for example, 
identify 11 methods, Richards and Rodgers review 16 methods and approaches, while Thorn-
bury (2017) summarises 30 language teaching methods. Such methods include Grammar-
translation, the Direct Method, the Audiolingual Method, ‘Humanistic’ approaches such as the 
Silent Way and Community Language Learning, Communicative Language Teaching (CLT), 
Task-based Language Teaching (TBLT), Content and Language Integrated Learning (CLIL) and 
Content-based Instruction (CBI), Competency-based Teaching and so forth.

From a pedagogical perspective, however, it is evident that individual methods have failed to 
justify the claims made on their behalf or have ‘solved the problems’ of language teaching; there 
is little evidence in favour of one method over another (Andon and Leung, 2013). It is also clear 
that teachers quite sensibly adapt and bring together aspects drawn from differing methods to 
accommodate contextual influences and their own personal beliefs (Prabhu, 1990). Meanwhile, 
the prescriptivism inherent in the notion of methods (‘if these principles are faithfully fol-
lowed…’ see Nunan (1991), above) is said to create and maintain a hierarchical divide between 
(largely male) theorists and (largely female) practising teachers (Apple, 1986; Pennycook, 1989). 
‘Method’ thereby frustrates teachers who are unable to fully implement and follow prescribed 
principles and resulting practices fully and consistently; values one-size-fits-all, ‘scientific’ or 
disciplinary knowledge over teachers’ own local and contextual knowledge; and ultimately ‘de-
skills’ teachers who are required to merely implement the ideas of others (Pennycook, 1989). 
Such concerns are also reflected in Holliday’s ‘Appropriate Methodology’ critique (1994) of 
British, Australian and North American (BANA) method-based thinking and practice, ques-
tioning its relevance to non-BANA contexts, while Phillipson’s (1992) identification of endemic 
‘Linguistic Imperialism’ within ELT suggests that methods, and a Centre-to-Periphery ‘methods 
trade’ from English-dominant ‘Centre’ countries such as the UK and USA to ‘the Periphery’, 
creates and sustains patterns of power and control which favour ‘the West’ over ‘the rest’ in  
English Language Teaching.

Although the discussion so far may already make us question the place of methods in ELTE, 
a final, arguably more ‘existential’ concern can be added to this critique. That is, while focusing 
on apparently very different issues – from little evidence in favour of any particular method in 
the classroom to the global politics of ELT – all share the fundamental perspective that a suc-
cession of methods can be identified and labelled across ‘bounded periods of history’ (Hunter 
and Smith, 2012: 430). While contemporary accounts have moved away from the ‘progressive’ 
histories of methods, in which successive methods represent continuous improvements in lan-
guage teaching effectiveness over time (Pennycook, 1989; Andon and Leung, 2013) to now 
characterise methods as ‘products of their times’ and subject to ‘fashions’, ‘in which no method 
is inherently superior to another; instead, some methods are more appropriate than others in a 
particular context’ (Adamson, 2004: 605), this view of methods has itself been critiqued. Hunter 
and Smith (2012), for example, suggest that the application of simple labels such as ‘Grammar-
translation’ do not really accommodate the complex range of practices that were (and still are) 
found around translation and explicit grammar teaching in the classroom; similar arguments 
might be made regarding the variety of ways in which ‘Communicative Language Teaching’ or 
‘Content and Language Integrated Learning’ are interpreted around the world. For Hunter and 
Smith a ‘mythology’ has developed around methods which simplifies and stereotypes complex 
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and contested practices (2012: 430–431) and, as we have noted, prioritises the understandings of 
Anglo-American methodologists at the expense of local teaching traditions and teachers’ own 
experiences. From this perspective, therefore, the concept of method and subsequent discussion 
of methods is essentially ‘reductive’, as it does not satisfactorily outline what really happens in 
language classrooms (Pennycook, 2004: 278).

As such arguments have taken hold in ELT over the last 25 years, and the limitations of 
Method, both as a theoretical concept and in practice, have become clear, many methodolo-
gists (and, indeed, teachers) have started to talk of a ‘Postmethod era’ (Kumaravadivelu, 2004, 
2006, 2012) or ‘Postmethod Discourse’ (Akbari, 2008) within the field. Building on notions of 
‘principled eclecticism’ in which teachers purposefully bring together and plan varied practices 
which are appropriate to the aims and context of their classroom (Rivers, 1981), Kumaravadivelu 
(2012: 12–16) proposes three principles which underpin Postmethod pedagogy: particularity (i.e., 
pedagogy which is sensitive to the local institutional, social and cultural contexts of teaching 
and learning); practicality (i.e., the superiority of theorists over teachers ends, as teachers theorise 
from their own practices and put into practice their own theories); and possibility (i.e., the socio-
political consciousness of teachers and learners is developed in the classroom so their personal 
and social identities can be transformed). Postmethod teachers thereby assume an ‘enhanced’ 
role in which they make ‘informed decisions’ based on local and contextual expertise, utilising 
a series of ‘macrostrategies’ including the promotion of learner autonomy, fostering language 
awareness, maximising learning opportunities, facilitating interaction between learners and so 
forth (Kumaravadivelu, 2003, 2006; see also Bax’s (2003) discussion of a ‘Context Approach’ to 
language teaching).

It is perhaps here, therefore, that a link to ELT education might be identified, as, logically, 
teachers in a Postmethod era need to be ‘better informed’ in order to make ‘sound’ decisions 
(Waters, 2009: 112); we shall return to this issue later in the chapter. And yet, like method and 
methods, conceptions of Postmethod are also problematic: are teachers really free to pick and 
choose how they teach, or are they actually limited by government and institutional poli-
cies, social convention and learners’ expectations (Crookes, 2009)? Do teachers have the time, 
resources and willingness to carry the responsibilities Postmethod pedagogy requires of them 
(Akbari, 2008)? And do, in fact, the principles and related macrostrategies of Postmethod per-
haps even qualify it as yet another method (Larsen-Freeman, 2005)?

The discussion so far has mapped out the key concepts and the debates which surround 
methods. Tracing a shift in perspectives over time within the field (or at least within the theoreti-
cal and methodological literature) from a position of confidence in method to one of doubt, and 
from an era in which methods were seen as overarching ‘solutions’ to the difficulties of language 
teaching to one which more clearly recognises the importance of a myriad of factors relating to 
teachers, learners, resources, contexts and cultures, which interact with each other in complex 
and diverse ways, we might question the relevance of a focus on methods within ELT education. 
And it is within this context that we now turn to consider briefly the emergence and develop-
ment of ELTE, in which we can trace a parallel repositioning from certainty and the transmis-
sion of ‘expert knowledge’ to teachers, to perspectives which hold teachers’ own experiences 
and beliefs to be central to the experience and success of teacher education.

Parallel debates? The emergence of ‘located’ ELT education

The emergence of formal courses or programmes of ELT education is a relatively recent devel-
opment (Borg, 2011; Johnson, 2016). Although some language teaching methodology courses 
had previously existed, responsibility for language teacher education in the USA moved from 
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schools to universities in the mid-twentieth century (Labaree, 2004, in Johnson, 2016), while, in 
the UK, EFL training courses commenced in the 1960s under the auspices of John Haycraft at 
International House, leading to the eventual emergence of the Cambridge ESOL (now Cam-
bridge English) CELTA and the Trinity Cert. qualifications (Borg, 2011).

At the same time, the 1960s saw the emergence of Applied Linguistics as a field of study 
offering ‘a body of specialized knowledge and theory that provided the foundation of the new 
discipline. This knowledge was represented in the curricula of MA programs, which began to 
be offered from this time’ (Richards, 2008: 159). The aim of these programmes was therefore to 
familiarise teachers with theory and research, on the assumption that this would improve their 
classroom pedagogy (Borg, 2011). As Johnson (2016: 121–122) puts it:

teachers were considered to be ‘doers’ rather than ‘thinkers’, and the doing of teaching was 
conceptualized as a set of instructional behaviours that, if carried out systematically and 
efficiently, would ultimately lead to greater gains in student learning, regardless of institu-
tional and/or social context.

There are evident parallels here with the traditional conception of method as a set of principles 
‘handed down’ for teachers to follow (see above, Nunan, 1991) which was dominant during this 
period.

However, the early 1990s realisation that there are no universal certainties in language teach-
ing which underpinned the critiques of method that emerged at this time also underpinned a 
shift in thinking about ELT education. Arguing for an end to ‘wish lists of what is best for the 
teacher’ (p. xi), Richards and Nunan summarised (1990) the change in perspective as ‘a move-
ment away from a “training” perspective to an “education” perspective and recognition that 
effective teaching involves higher-level cognitive processes, which cannot be taught directly’ (p. 
xiii). This involved ‘less emphasis on prescriptions and top-down directives’ and more emphasis 
on ‘bottom-up learning’ in which teachers ‘generate theories and hypotheses and … reflect 
critically on teaching’ (ibid.). Consequently, as in Postmethod thinking (indeed the roots of 
both the shift in thinking about methods and ELT education can be traced to the emergence 
‘the social turn’ in applied linguistics (Block, 2003), and, more generally, to ideas associated 
with postmodernism (Crookes, 2009)), contemporary approaches to ELTE conceive of teacher 
learning as being constructed though teachers’ experiences in specific social contexts, with 
their knowledge, thoughts and actions emerging from participation in specific classrooms and 
school environments (Johnson, 2016). In the context of the debates surrounding methods and 
Postmethod, therefore, this can be characterised as a move from the top-down transmission of 
product-oriented (i.e., method-oriented) theories to teachers, to the emergence of teachers’ 
own methodological or Postmethod thinking, theories and practices.

Placing methods within the knowledge base of ELT education

As the discussion so far suggests, therefore, until the mid-1980s, the knowledge base of lan-
guage teaching was conceptualised as comprising two components – knowledge of language 
and knowledge of teaching – through dichotomies such as: content/pedagogy, theory/practice, 
and knowledge/skills (Graves, 2009). As we have seen, from this perspective a focus on methods 
within ELTE programmes provided disciplinary knowledge about teaching approaches under-
pinned by theories of language and of learning. From the mid-1980s onwards, however, the 
increased recognition of both the importance of context in teaching, and the role of teachers’ 
prior knowledge, experience, and ways of thinking (see above) has meant that the knowledge 



290

base of ELTE has been reconsidered, thereby necessitating a re-evaluation of whether and/or 
how methods might be dealt with on ELTE programmes.

As discussed elsewhere in this volume, the 1990s saw two significant attempts to re-con-
ceptualise the knowledge base of language teaching. Richards (1998) and Roberts (1998) both 
moved beyond notions of the transmission of theoretical knowledge of language and of learn-
ing imparted to teachers, to see teachers as active agents in the development of knowledge and 
enhancement of teaching skills. Considering, respectively, six ‘domains of content’ and six ‘types 
of language teacher knowledge’, their models subsume knowledge of method within categories 
such as ‘theories of teaching’, ‘pedagogical content knowledge’, ‘subject matter knowledge’, and 
‘curricular knowledge’. Central to these approaches, however, is the idea that there is no univer-
sal ‘wish list’ of desired teacher knowledge; rather, the knowledge that constitutes each domain 
or type of knowledge, and the balance between these domains, varies according to context, and 
is dependent on who the learning-teachers and their teacher educators are, where and who they 
teach or will teach and so forth (Graves, 2009). Thus, as Graves continues:

the issue is not what is relevant – almost anything can be made relevant to language [teach-
ing] – but who makes it relevant, how and why. In other words, teachers themselves need to 
conceptualize the relevance in their practice (p. 120; original emphasis).

Why, therefore, given the problems which surround the notion of method and methods, and 
the ways in which teachers’ own understandings about practice are now seen as central to ELT 
education, might teachers regard a focus on methods within ELT education as relevant to their 
practice and to their development as language teaching professionals?

‘The case for methods’ in ELT education: empowerment, reflection 
and professional development

The strong and valuable critique of language teaching methods outlined earlier in the chap-
ter has, it is sometimes argued, led to a ‘shunning’ of method in the contemporary literature 
(Thornbury, 2017). And yet, while there has been an evident change in the way methods are 
talked and written about in the field – a shift which, as we shall see, reflects Postmethod think-
ing – numerous writers and contemporary texts still focus on and make the case for the study of 
methods in teacher education, and argue for their continued relevance to teachers’ professional 
practice more generally. Texts designed to meet the needs of and be accessible to teachers, and 
which focus exclusively on methods include Larsen-Freeman and Anderson (2011), Richards 
and Rodgers (2014), and Thornbury (2017); meanwhile, numerous other teacher education vol-
umes include a significant focus on methods alongside other aspects of language teaching (e.g., 
Cook, 2016; Hall, 2017; Johnson, 2017; Ur, 2012). Furthermore, a focus on methods continues 
within the papers of academic, yet practitioner-oriented publications such as ELT Journal.

Underpinning all these accounts is a recognition that local decision-making by teachers is 
central in the development of contextually appropriate teaching, both as a matter of principle 
(i.e., teachers should make decisions about how to teach) and of practice (i.e., teachers do make 
decisions about how to teach, shaping any method(s) in light of their own experiences and 
beliefs). Consequently, echoing Waters’s call for ‘sound’ teacher decision-making in a Postmethod 
era (2009), methods are said to offer a range of pedagogical options which ‘empower teachers to 
respond meaningfully to particular classroom contexts’ (Bell, 2007: 141–142). In practical terms, 
therefore, the suggestion is that methods offer ‘templates’ which enable teachers to coherently 
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bring together classroom activities and routines (Thornbury, 2017). Thornbury suggests that, for 
novice teachers, methods might be ‘a lifeline’ as they navigate the complexities of classroom life; 
meanwhile, they are a ‘toolkit’ which more experienced teachers can adopt, adapt and combine 
(we shall return to differences between novice and more experienced teachers below).

Drawing on these ideas, Larsen-Freeman and Anderson (2011: xi–xii) argue that studying 
methods in language teacher education is ‘invaluable’. First, they suggest that focusing on meth-
ods provides a ‘foil for reflection’ which helps teachers understand what they already do in the 
classroom, making the tacit explicit (Freeman, 1991). By engaging with the principles and prac-
tices of particular methods, teachers become aware of their own beliefs and assumptions about 
teaching. Second, as their awareness of what they do in the classroom and why they do it devel-
ops, teachers can choose to teach in different ways to how they were themselves taught, drawing 
on the possibilities which are available; thus, ‘they are able to make choices that are informed, 
not conditioned’ (Larsen-Freeman and Anderson, 2011: p. xi). Change is not inevitable, how-
ever; teachers may decide that their current practices are effective and appropriate or they may 
face contextual constraints on what might be possible. However, change becomes a possibility as 
teacher understandings develop, and in accordance with their own ‘sense of plausibility’ (Prabhu, 
1990). Furthermore, like Thornbury, Larsen-Freeman and Anderson also suggest that a knowl-
edge of methods can expand a teacher’s repertoire of classroom techniques and practices, leading 
to professional development and growth, and enabling them to deal more effectively with the 
‘unique qualities and idiosyncrasies of their students’ (p. x).

Beyond this focus on the relationship between the study of methods and teachers’ own 
beliefs and possible practices, however, a knowledge of methods is seen as ‘part of the knowledge 
base of teaching’ (Larsen-Freeman and Anderson, 2011: x), as noted above (see discussion of 
Richards, 1998, and Roberts, 1998). Thus, drawing upon key characteristics of method, John-
son (2016: 124) argues that ‘gaining a deep understanding of the disciplinary knowledge that 
reflects the history and current debates that define what language is, how second languages are 
learned and how language can best be taught’ is ‘an essential element of becoming a profes-
sional language teacher’ (Johnson also notes, however, that such knowledge is only one element 
of the range or kinds of knowledge that contribute to teacher professionalism; others include 
experiential knowledge and the practical knowledge that teachers actually use in the classroom).

From this perspective, therefore, the study and knowledge of methods can provide English 
language teachers with an overview of how the profession has developed (Richards and Rodg-
ers, 2014), thereby seeking to address the ‘short memory’ of language teaching theory, which 
has left ELT subject to fashions and trends (Stern, 1983: 76–77). In effect, such knowledge may 
enable teachers to be more critical of the many products, packages and apparently new ideas 
which typify the field, and, of course, may also be intrinsically interesting to some teachers in 
and of itself! Furthermore, according to Larsen-Freeman and Anderson (2011: x–xi), it also pro-
vides teachers with a stronger sense of professional identity and enables them to participate more 
fully in the wider professional community, the connection with others leaving them ‘less isolated 
in their practice’. Interacting with others and sharing ideas about the principles and practices of 
teaching may prove invigorating and help teachers avoid becoming ‘stale’.

Thus, knowledge of methods is widely posited as enabling teachers to join more fully ELT’s 
professional ‘community of practice’ (Wenger, 1998), and its related ‘professional discourse com-
munity’ (Snow, 2005), providing them with the professional or disciplinary concepts and also, 
importantly, the language through which to think and talk about language teaching in general 
and their own practices in particular (Larsen-Freeman and Anderson, 2011; Graves, 2009). Yet 
if, as Kerr (2005) outlines, many teachers see practitioners on the one hand and methodologists, 
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theorists and writers on the other as belonging to separate professional communities within the 
broader field of ELT, the potential for both groups to come together in a single community of 
practice which talks the ‘same language’ may not be realised.

From methodologists’ to teachers’ perspectives

While the case for teachers’ knowledge of and engagement with methods appears substantial, it is 
also evident that the vast majority of the discussion outlined above draws on the perspectives of 
ELT methodologists and writers, rather than identifying teachers’ perspectives about the impor-
tance or otherwise of knowledge about methods and its place in ELT education – ironically, 
this could perhaps be evidence in support of the critical claim that method is a pre-occupation 
of theorists rather than teachers (see above). And certainly, there is a relatively limited number 
of professional and methodological publications which report or examine teachers’ views on 
or ability and willingness to engage with the concept of method and methods, Bell (2007) and 
Andon and Leung (2013) being notable exceptions to this trend.

Working with both experienced and less-experienced teachers, and with ‘native’ and ‘non-
native’ English speaker teachers, Bell’s (2007) study found that few teachers were as negative 
about methods as postmethodologists might suggest, being open to any method that offers pos-
sible solution to the dilemmas and difficulties of their own teaching context. Echoing many of 
the arguments outlined above, teachers identified themselves as having an ‘eclectic’ approach in 
the classroom, which a knowledge of methods supported. From this perspective, such knowl-
edge was seen to be ‘empowering’, ‘pragmatic’ and ‘crucial to teacher growth’ (p. 141–142). 
Meanwhile, in Andon and Leung’s (2013) case-study, experienced teachers discussed their own 
personal teaching approaches and the principles which guided them, making extensive reference 
to methods as they did so. Again, the teachers did not follow a single particular method, but were 
more eclectic in their approaches. However, Andon and Leung emphasise how knowledge of 
methods not only supported these teachers as they developed their classroom practice, but also 
provided them with knowledge of the professional discourse, the language needed and the ‘con-
ceptual tools’ (p. 174) to share experiences and beliefs with their colleagues, and to be responsive 
to the demands of teaching in their own professional context.

While these two papers can only offer a relatively limited insight into teachers’ perspectives 
on and engagement with knowledge of methods, they seem to exemplify many of the issues 
raised by methodologists and Postmethodologists and which are outlined above. From a Post-
method orientation, these teachers do seem to teach ‘eclectically’ and no longer identify with 
or try to follow a single method; they reflect on what is and is not contextually appropriate, 
making pedagogical decisions for themselves where possible. However, they also engage with 
methods as sources of teaching practices, and as prompts for reflection and professional develop-
ment, suggesting that, for these teachers at least, methods are not yet ‘dead’. As Block (2001: 72) 
notes, therefore, it seems that:

While method has been discredited at an etic level (that is, in the thinking and nomencla-
ture of scholars) it certainly retains a great deal of vitality at the grassroots, emic level (that 
is, it is still part of the nomenclature of lay people and teachers).

Yet the ‘vitality’ with which teachers debate, affiliate to and disaffiliate with method and meth-
ods is less intense and less a matter of principle than for theoreticians (Bell, 2007); teachers’ inter-
est ‘is determined by how far [methods] provide options in dealing with their particular teaching 
contexts’ (p. 142). And it is with this in mind that we now turn to examine specific examples of 
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ELT education practice and the perspectives of ELT educators when reflecting on whether and 
how they locate language teaching methods in ELTE programmes.

Locating methods in ELT education: programmes and practices

This section draws upon the perspectives of English language teacher educators working in a 
variety of contexts around the world to uncover and illustrate the extent to which and how 
method and methods are focused upon in contemporary ELT education programmes. The 
views of 65 teacher educators, known to the chapter author and working on both pre- and 
in-service programmes in over 25 countries (including, for example, Algeria, Argentina and 
Australia; Israel and India; the UK, Ukraine and Uzbekistan) were collected via an online sur-
vey. Meanwhile, teacher educators from 26 UK-based university Master’s programmes in ELT/
TESOL (i.e. around half the total number of such courses in Britain, and again, both for pre- and 
in-service teachers) shared their perspectives with the author via email. Clearly, although dis-
cussing a range of contexts, such data provides illustration and insights into the role of methods 
within ELT education rather than full representation of the field.

Methods and pre-service short courses

As noted in the Introduction to this chapter, there is generally little place for a focus on methods 
in pre-service short courses; rather, as a US-based teacher educator notes, ‘more useful to par-
ticipants [are] practical skills in both teaching/learning and reflecting upon teaching/learning, 
along with a rationale for that. The in-depth discussion of methods [is] more a preserve of the 
MA programme’. Consequently, this teacher educator argues ‘that the study of methods is more 
effectively placed in longer pre-service or in-service courses (BA or MA programmes, or the 
Diploma in Teaching English to Speakers of Other Languages (Delta))’, while, a teacher educa-
tor from Argentina simply states that ‘going over each individual method and analysing their 
characteristics does not help Newly Qualified Teachers (NQTs) much’.

This perspective is reflected in the Cambridge English pre-service CELTA syllabus (Cam-
bridge English, 2015), which makes no reference to methods. That said, the lessons novice 
teachers prepare and deliver in the practicum element of the CELTA (and similar short courses) 
are usually based around published coursebook material (Thornbury and Watkins, 2007; Thorn-
bury, this volume), which of course draws on and incorporates methodological principles and 
practices (most contemporary coursebooks follow what might best be described as a weak or 
eclectic form of CLT – or even, according to Ur, 2012, a ‘post-communicative’ approach – mix-
ing pre-planned explicit attention on language with subsequent practice and skill development 
activities). Consequently, even if it is not explicit, ‘methods work’ does take place on pre-service 
short courses, socialising teachers into a broad set of assumptions which many, but not all, in ELT 
will share (Lightbown, 2000).

Inevitably, in a field as diverse as ELT, perspectives and practices on pre-service teacher edu-
cation short courses do vary. Although an explicit focus on methods is unusual, CELTA trainers 
in Australia and Ireland report that time is found on their programmes to focus on a selection of 
methods ‘to let trainees know how/why we do things the way we do, but also to let them know 
what other options are available’ and ‘help them prepare for “life after CELTA” ’. Meanwhile, 
pre-service teacher educators in Spain, where CLIL is an increasingly specified approach, report 
focusing explicitly on the principles and practices of the ‘CLIL umbrella’, a term which serves 
as a reminder that not only are pre-service approaches to methods varied, but so are the ways in 
which methods are realised in practice.
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Methods and longer-term pre- and in-service programmes

Amid the array of longer-term ELTE programmes that can be found around the world, arguably  
the most recognizable are postgraduate Master’s programmes of one or two years’ length for 
both pre- and in-service language teachers, and the Cambridge Delta qualification, an eight-to-
ten-week programme (when studied fulltime) for experienced teachers which, although more 
limited in scope and more overtly a balance of theory and practice than the typical Master’s 
degree, is accredited at Master’s level. The discussion in this section will focus in particular on 
these programmes due to their focus on language teacher education. The tendency of three-
or-four-year-long pre-service undergraduate teacher education courses around the world to 
embed language pedagogy within a general education framework, and the sheer variety of ways 
in which these programmes are subsequently designed, precludes their further investigation.

Turning first, therefore, to the Delta qualification, its syllabus (Cambridge English, 2015) 
aims to develop teachers’ ‘critical awareness of approaches and methodologies and the principles 
underpinning these used in a range of ELT contexts’ (p. 2), and refers to illustrative examples 
such as grammar-translation, the Direct Method, CLT and TBLT, as well as what it terms ‘non-
mainstream’ methods such as the Silent Way and Total Physical Response. Echoing perspectives 
raised throughout this chapter, central to the Delta’s approach is the development of teachers’ 
abilities to ‘choose methods and approaches that are appropriate for the content and aims of the 
lesson’ (p. 4).

In contrast to the Delta, teacher educators working on Master’s programmes generally have 
far more autonomy in the design of their programmes’ goals and syllabus. The ways in which 
methods are addressed on these courses thus reflects ELT educators’ own perspectives, and, 
given the debates outlined in the chapter so far, it is perhaps unsurprising to find that an over-
whelming majority of Master’s programmes focus explicitly on method and methods, albeit in 
different ways and to differing degrees. In the UK, for example, the survey of contemporary UK 
Master’s programmes for this chapter revealed that the vast majority of explorations of methods 
are embedded in the broader discussions of modules with titles such as ‘The Principles and 
Practices of ELT’, ‘Approaches to teaching and learning’, ‘ELT methodology’, ‘Pedagogy and 
Curriculum in TESOL’, and ‘Second Language Teaching’ (indeed, the titles of only two modules 
from the range of programmes surveyed straightforwardly referred to ‘methods’). Within these 
programmes and modules, ELT educators seek to problematize methods, ‘putting time into 
developing a critical and reflective framework for an evidence-based appropriate methodology’ 
(UK-based teacher educator) which, as summarised by two teacher educators in Argentina, ena-
bles students ‘to develop more context-sensitive methodologies’ by ‘making sense of decisions 
they will need to take in the future’. That said, while clearly trying to explore methods within 
a framework of ‘principled eclecticism’, in some cases through an overtly Postmethod perspec-
tive, and, in all cases with ‘an awareness of the dangers of imposing methods … context should 
be the starting point’ (UK teacher educator), Master’s programmes do tend to highlight com-
municative or task-based approaches. These, as a UK teacher educator puts it, ‘still have a great 
deal of contemporary resonance/relevance’ in the field. A number of programmes also focus on 
CLIL. While ELT educators report exploring these methods ‘critically’, a key emphasis for some 
to encourage a shift ‘from traditional to more student-centred’ approaches which help ‘trans-
form the classroom into a more communicative space’ (views from Spain, Ireland and Canada). 
We may therefore see a critical approach to methods per se taking place within a broader set of 
assumptions that highlight the role of communication and interaction in language teaching and 
learning, the assumption being that knowing about communication is a key part of the knowl-
edge base of language teaching (see above, Richards, 1998, and Roberts, 1998).
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The discussion so far has focused on what and how methods are addressed on Delta and 
Master’s courses, and a rationale for their inclusion on such programmes is, of course, implicit 
throughout (i.e., the importance of context, criticality, eclecticism, and an awareness of Post-
method thinking, alongside socialisation into a broadly communicative-oriented general profes-
sional discourse). Yet a range of further possible reasons explaining why methods remain a focus 
of ELTE programmes, especially those with the particular academic orientation found at Mas-
ter’s level, can be identified. First, methods seem to offer a framework through which teachers 
can reflect on their own experiences to ‘talk about what they themselves do and how they think 
about teaching in their context’, before looking at theories and research. From this perspective, 
the study of methods offers, in the words of UK-based teacher educators, ‘a good starting point’, 
‘a useful foundation’, and ‘a window’ to ‘ways of seeing language and language learning, and 
giving a framework for the decisions that teachers make’.

Additionally, as teacher educators based in the UK and Israel note, the discussion of methods 
offers ‘a way in which theory and research are indirectly passed down to teachers’, operating 
as way ‘to understand the professional literature’. From this perspective, shared by many of this 
chapter’s informants, an exploration of methods makes theory more accessible to practitioners, 
usually through reflection about the relevance of method or methods to their own professional 
experiences. Yet there is perhaps a danger, as some UK-based ELT educators caution, that meth-
ods might be included on MA programmes because ‘they seem they seem to give a good “aca-
demic”, university-appropriate kind of content’, or because ‘there is a “teachability” factor that 
makes methods suitable input at Masters level. It represents content, with theoretical foundations 
and fixed procedures, and is manageable for Applied Linguists who have not had much engage-
ment with classrooms’. From this perspective, are methods simply included in ELTE ‘because it 
has always been done that way’?

A focus on methods is also said, by many teacher educators, to provide a way in which teach-
ers might ‘engage with the history of ideas that have shaped language teaching’, in order that 
they can ‘become aware of the faddish history’ of the field. From this perspective, ‘if teachers 
don’t know where [a method] has come from, they won’t be able to judge if new developments 
are steps “forwards” or “back” ’. Yet it is important to note the contested nature of ELT history, 
whereby unifying narratives are viewed ‘with suspicion’ (Canagarajah, 2006: 9; see also earlier in 
the chapter). Thus while history offers a possible source of understanding for language teachers 
to build on, the history (or histories) of methods offers ‘not answers or solutions, but a rich array 
of realizations and perspectives’ (p. 29); as we have seen, most ELT educators acknowledge this.

Clearly, a key consideration in all ELTE is the preparation of teachers ‘to equip them for 
their future jobs’ (UK-based teacher educator). Yet knowledge of the ways in which teachers 
take up, adapt or reject ideas about method and methods in their classroom practice following 
their studies remains rather vague; while there has been some research into teachers’ post-ELTE 
practices (e.g., Li and Edwards, 2013; Nguyen and Walkinshaw, 2018; Sahin and Yildrim, 2016), 
most teacher educators seem to draw on anecdotal evidence and feedback from individual stu-
dents they have worked with. Thus, many teacher educators tend to summarise as ‘impressionis-
tic’ or ‘speculative’ their knowledge of how their programmes’ explorations of methods impact 
on teachers’ future practice, outlining their ‘hopes’ that teachers leave with better understand-
ings, ‘extended classroom repertoires’, and the ability to ‘build and act on’ their methodological 
insights. However, there is a clear acknowledgement that ‘much will depend on their teaching 
situation and the freedom they have to adopt new or different methodologies to those which 
are prescribed’. For many teacher educators focusing on methods during UK-based Master’s 
programmes, there is a clear concern as to ‘how well this prepares international students for their 
[home] teaching contexts’.
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Yet to focus on teachers’ post-ELTE method innovations per se is, perhaps to miss the point of 
locating method and methods on English language teacher education programmes – as a UK-
based teacher educator notes reflecting much of the discussion outlined earlier in the chapter, 
to assume that method discussions will, can and should ‘simplistically transfer to classroom and 
teaching is to mis-serve teachers’. Rather, as suggested by another, teachers’ explorations of meth-
ods within a broader programme of reflective ELTE can be ‘transformational in the way they see 
themselves as teachers and how they understand their context and learners’. It is this process of 
reflection, which facilitates the emergence of locally situated understandings of practice and the-
ory (Smith and McLelland, 2018), rather than the focus on method and methods for their own 
sake, that many teacher educators report as being central to English language teacher education.

Conclusion

In exploring the place and relevance (or otherwise) of methods in ELT education, this chapter 
has traced changing conceptions of both language teaching method(s) and of English language 
teacher education itself over the last 30 years. The assumption that a knowledge of methods 
learned on ELTE programmes would inform teachers’ practices in straightforward ways has been 
replaced by an acknowledgement of the importance of teachers’ own contextually informed 
understandings, beliefs and sense of plausibility in implementing or adapting methodological 
ideas and shaping their classroom practices. Yet the place of teaching methods within the field 
of ELT generally, and on many ELTE programmes specifically, ‘seems to have persisted because 
it serves a pragmatic purpose. It gives a public place to focus on the teaching/learning relation-
ship, even though we recognise that there [is] more to this connection than what we can see’ 
(Freeman, 2013: 278). As Klapper (2006) suggests, therefore, examining methods through ELTE 
focuses attention on the links between practice and theory, and is ‘fundamental to the process 
of reflective continuing professional development’ (p. 123), a central aim of language teacher 
education.

Yet a number of concerns endure. Despite the critiques of method and methods outlined 
in this chapter, knowledge of and research into ‘non-Western’, ‘traditional’ or ‘indigenous’ 
approaches (Crookes, 2009) to language teaching are almost absent from the field and its litera-
ture. Discussions of method remain wedded to the familiar ‘packaged-up’ methods listed earlier 
in the chapter, even if a critical or Postmethod perspective is taken. Thus, the ‘knowledge-base’ 
of methods within ELTE remains constrained, and potentially overlooks the array of practices 
from multiple contexts which could be a starting point for teacher reflection and understand-
ing. Furthermore, the relative lack of insights into teachers’ post-ELTE practice, and if and how 
knowledge of methods is taken forward in the classroom, arguably suggests that, while a ration-
ale for the location of methods within ELTE seems reasonable, its effects, whether on classroom 
practice or teachers’ subsequent development as language teaching professionals remain largely 
unknown. Consequently, while ‘the case for’ addressing methods within ELTE seems strong, and 
teacher educators’ accounts provide ample evidence of methodological discussion as a spring-
board for more general reflection about teaching and learning, both further research and teach-
ers’ accounts of their own practices would be invaluable as we locate methods within English 
language teacher education.
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Introduction

A brief history of authenticity in language learning

The notion of authenticity has a long history in language teaching, starting as early as the nine-
teenth century when Henry Sweet, one of the first linguists, criticized the ‘incessant repetition’ 
of artificial systems, and compared them unfavourably to natural texts which ‘do justice to every 
feature of the language’ (Sweet, 1899: 177). However, it was probably the ‘communicative turn’ 
in the 1970s that marked the most significant change in language teaching methodology, as the 
emphasis shifted from abstract grammatical rules to actual, contextualized performance and the 
development of learners’ overall communicative competence (Hymes, 1972). No longer was 
it considered sufficient to simply contrive random, isolated sentences to exemplify form or 
model substitution drills. Initiatives like the Common European Framework of Reference for 
Languages (CEFR) sought to describe the different communicative needs of European citizens, 
using real communication tasks to promote interaction amongst its member states. Meanwhile, 
the development of the tape recorder allowed researchers to begin transcribing and analysing 
natural speech, spawning new fields of enquiry such as discourse and conversational analysis and 
providing insights into real-time interaction that then began finding their way into language 
textbooks (Gilmore, 2015). Advanced Conversational English (Crystal & Davy, 1975: v), innovative 
in its time, notes in the preface, for example:

Recent concern with the nature of discourse has called further into question the oral 
dialogues of many ELT textbooks which, because of their sentence-structure illustrating 
task and a lack of ready-to-hand criteria for the treatment of actual speech, have borne 
little resemblance to the hesitations, false starts, speed and volume changing characteristics 
of everyday conversation. As a result, learners have been handicapped in their powers of 
interpretation of real spoken data.

Today, advances in information and communications technology (ICT) provide materials 
designers, language teachers and learners with unfettered access to authentic input from across 
the globe, ‘impelling the issue of authenticity of texts and interactions to the fore in language 
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pedagogy’ (Mishan, 2005: ix). The rich variety of multimodal media available on the Web can 
also effectively illustrate how different semiotic modes (text, images, gestures, sound, movement, 
etc.) are exploited, in various combinations, to communicate, which can facilitate the develop-
ment of a range of competencies in language learners (linguistic, pragmalinguistic, socioprag-
matic, strategic or discourse – see Box 20.1).

Authenticity and teacher training

Given the prominence of concepts of authenticity in the ELT research literature and the wide-
spread use of authentic materials in language textbooks and classrooms, this is an area well worth 
focusing on in both initial teacher training and in-service courses. Key areas to consider in any 
discussions with teachers include: (i) A critical analysis of what authenticity in language learn-
ing actually means; (ii) What kinds of authenticity we most value in the classroom; (iii) Select-
ing authentic materials for the classroom; (iv) Ways to effectively exploit the rich potential of 
authentic materials. These topics will be addressed in the remainder of this chapter.

What is authencity?

The wide variation in definitions of authenticity that exist in the ELT research literature ‘reflect 
both its significance and ambiguity’ (Trabelsi, 2014: 670). Authenticity is a multi-dimensional 
concept and its various manifestations all have important implications for L2 materials design 
and language classrooms. It is therefore a valuable exercise in teacher training courses for 
teacher-learners (TLs) to attempt to tease apart and make sense of the tangled web of meanings 
for the term:

Authenticity relates to…

1. language produced by native speakers (NSs) for native speakers (e.g. Porter & Roberts, 
1981);

2. language produced by a real speaker/writer for a real audience, conveying a real message 
(e.g. Morrow, 1977);

3. the ability to think or behave like a target language group in order to be recognized or 
validated by them (e.g. Kramsch, 1993);

4. the types of task chosen (e.g. Guariento & Morley, 2001; Mishan, 2010);
5. language assessment (e.g. Bachman & Palmer, 1996; Lewkowicz, 2000);
6. the qualities bestowed on a text by a reader/listener in a process of ‘authentication’ (e.g. 

Widdowson, 1978; Breen, 1985);
7. a personal process of engagement between teachers and students in the classroom (e.g. van 

Lier, 1996).

The first five definitions above each tend to project outside of the classroom, focusing on the 
kinds of target discourse communities that learners are likely to want to operate in and the 
language or communicative competencies they may need to be successful in their imagined 
future lives.

Authenticity as the language of ‘native speakers’

Definition 1 may seem rather outdated now in a world that recognizes the importance of  
English as an International Language (EIL) and values varieties of English from Kachru’s (1985) 
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inner, outer and expanding circles. With the spread of the English language across the world, it 
has naturally evolved into a multitude of dialects which vary in terms of pronunciation, intona-
tion patterns, grammar, vocabulary, spelling and conventions of use so that ‘it becomes ever more 
difficult to characterize in ways that support the fiction of a simple, single language’ (Strevens, 
1980: 79). However, ‘native speaker’ (i.e. British, American or Australasian) varieties of English 
still tend to predominate in internationally marketed textbooks and language teachers and their 
students around the globe continue to display a preference for inner circle, ‘standard’ forms (e.g. 
Mishan & Timmis, 2015: 38). NS discourse also offers a rich and readily accessible source of 
multimodal language input for teachers to exploit in the classroom, which can extend lessons 
beyond the (necessarily) rather bland and restricted content of many course books. Of course, 
it isn’t inherently more interesting than any other source of L2 input though; indeed, it is more 
likely to be culturally opaque and difficult for learners to ‘authenticate’ and so will require care 
in terms of text selection and task design. Teacher trainers and TLs can usefully consider ques-
tions such as: (i) What varieties of English are most appropriate for target learners in a particular 
context and why? (ii) What are the advantages/disadvantages of selecting inner-circle varieties 
of English over ‘local’ varieties such as Singlish, or indeed proficient L2 speaker models from the 
learners’ own culture (which may represent a more achievable goal)? (iii) How can NS English 
input be made accessible to learners through principled text selection and task design?

Authenticity as language conveying a ‘real message’

Definition 2 prioritizes the fact that language models, as a minimum requirement, should come 
from a genuine communicative event as opposed to being something deliberately created for the 
purposes of language teaching. Presumably, this stems from a concern that contrived language 
models often present learners with distorted or partial representations of the L2 for a wide range 
of discourse features, including lexicogrammatical choices, interactional features of contingent 
talk, pragmatics and generic structure (Gilmore, 2015). In this sense of authenticity, ‘proficient 
users’ (Paikeday, 1985) of English are valued equally to NSs, and in fact may be seen as provid-
ing better language models for the classroom (e.g. Cook, 1999) since: (i) they represent a more 
achievable goal for learners to aim at; (ii) the ‘linguistic accommodation’ (adjustment of verbal 
or non-verbal communication style according to other participants), often seen when interlocu-
tors from different cultures interact, might result in more comprehensible input; and (iii) if the 
participants are from the learners’ own culture, the topical content might be more accessible, 
relevant or interesting. In addition to the questions considered in the previous sub-section, it 
would be useful on teacher training courses to compare language models from course books 
with authentic interaction, to examine if/how they differ and what effects any differences might 
have on language learning (e.g. Gilmore, 2004).

Authenticity as intercultural communicative competence (ICC)

Definition 3 focuses on the concept of communicative competence, or a speaker’s ability to com-
municate effectively in a variety of social situations. It is often seen as being composed of five 
distinct areas of linguistic or social competence, shown in Box 20.1. However, this has been 
criticized for overemphasizing a native speaker model of effective communication when the 
communicative needs of non-native speakers are often very different. Byram and Fleming (1998: 
12) proposed that what language learners actually need is intercultural communicative compe-
tence (ICC), which they describe as ‘the acquisition of abilities to understand different modes 
of thinking and living, as they are embodied in the language to be learnt, and to reconcile or 
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mediate between different modes present in any specific interaction’. Rather than teaching the 
language stripped of its cultural associations, this approach recognizes the importance of ‘cul-
tural authenticity’ and helping students see the world from different perspectives so that they 
are better equipped to mediate between their own culture and that of the target community. 
It moves beyond language to consider aspects such as non-verbal communication (e.g. inter-
personal space, gestures) or sociopragmatics (e.g. politeness conventions, taboo topics), where 
misunderstandings can often lead to more serious consequences than any kind of linguistic 
problem (see Gilmore, 2007a). It is a useful exercise on teacher training courses to consider the 
different types of communicative competence that exist and which ones are actively developed 
in language learning materials (typically linguistic competence). If the course books being used 
in a particular context are seen as deficient in any way, TLs could be asked to analyse a piece of 
authentic discourse (such as a film extract) and discuss how it could help to develop other kinds 
of communicative competence.

Box 20.1 The communicative competence model

Communicative competence is generally seen as consisting of five components:

1. Linguistic competence: This refers to a speaker’s lexical, morphological, orthographical, 

syntactical and phonological knowledge of the language and only deals with the literal 

meaning (or locutionary force) of utterances. This is the type of knowledge that has tradition-

ally been the focus in ESOL classrooms, but in the current model of communicative compe-

tence it takes on a lesser role, seen as only one aspect of language proficiency.

2. Pragmalinguistic competence: This refers to a speaker’s ability to understand or convey 

communicative intent appropriately in a given context, based on a knowledge of phrases 

typically used by native speakers in those situations. This kind of competence therefore 

describes a speaker’s ability to interpret the illocutionary force of utterances, for example, 

understanding that ‘Can you open the door?’ is an informal request, rather than a question 

about someone’s ability to perform an action.

3. Sociopragmatic competence: This refers to a speaker’s knowledge of what is socially 

or culturally appropriate in a particular speech community, including an understanding of 

politeness or social conventions, or non-verbal behavior. For example, the knowledge that 

in Japan business cards should be exchanged at the beginning of an initial meeting, handed 

to the recipient with both hands and a slight bow is a kind of sociopragmatic competence.

4. Strategic competence: This refers to a speaker’s ability to exploit verbal or non-verbal 

communication strategies when communication problems arise, compensating for deficien-

cies in other competences. These include four common types:

a. Avoidance or reduction strategies such as topic avoidance or message abandonment to 

try to keep conversation inside areas where the speaker feels in control;

b. Compensatory strategies such as circumlocution or mime when a word is not known;

c. Stalling strategies such as using hesitation devices or repetition to hold the turn in con-

versation while a message is formulated;

d. Interactional strategies such as asking for repetition or clarification where the speaker 

makes use of the linguistic resources of other interlocutors to maintain conversation.

Alex Gilmore
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5. Discourse competence: This refers to a speaker’s ability to produce unified, cohesive and 

coherent spoken or written discourse of different genres. In writing this might include the 

knowledge of the correct layout for a letter or how to use anaphoric reference in a text. In 

speaking it would include how to develop a conversation naturally through ‘topic shading’ 

where a sub-topic from preceding talk is taken up and expanded into the main topic. It 

could also include knowledge of different generic structures such as narratives, gossip or 

jokes or discourse intonation.

Authenticity as task choices

Definition 4 is concerned with the authenticity of the tasks rather than texts, and the extent 
to which they mirror the (projected) real-world needs of students. Advocates of task-based 
language teaching (TBLT), for example, often propose a needs-based syllabus, where the 
course content is shaped by the kinds of tasks learners are likely to perform in the target 
domain. In this context, tasks such as ordering from a menu in a restaurant role-play or taking 
notes from a university lecture might be considered more authentic than substitution drills 
or controlled grammar exercises. However, this oversimplifies what is, in reality, a complex 
situation:

1. The classroom context creates its own authenticity and highly controlled pedagogic tasks 
can be justified as important intermediary ‘skill-getting’ steps in the journey towards ‘skill-
using’ and the ultimate goal of intercultural communicative competence (see Rivers & 
Temperley, 1978: 4).

2. Predicting exactly what future tasks a particular group of students will need to perform is 
likely to be extremely difficult, unless it is a clearly defined ESP context such as ‘English for 
air traffic controllers’.

3. It takes a rather utilitarian approach to language learning and tends to favour purely func-
tional needs over learners’ affective needs. Listening to, and understanding a song, for exam-
ple, although of limited use could be a highly meaningful and enjoyable task for some 
students.

TLs might want to consider to what extent language learning tasks should replicate real-
world tasks and how far the tasks seen in course books adequately prepare learners for their 
future lives.

Authenticity as assessment choices

Definition 5 relates the notion of authenticity to L2 assessment. It generally refers to ‘situational 
authenticity’ – the extent that test tasks mirror target language use (TLU) tasks, although it may 
also consider ‘interactional authenticity’ which focuses on the test participants’ engagement with 
the task. It is quite possible to have one type of test authenticity without the other, as the exam-
ple below from an oral proficiency interview clearly demonstrates (van Lier, 1989: 499). Here, a 
female test taker is asked about her family – a task that could be seen as having high situational 
authenticity. However, the interviewer’s responses lack any of the empathy that might be expected 
in a genuine encounter of this nature and his aggressive interrogation technique and abrupt topic 
changes suggest a primary concern with generating language samples for assessment purposes:
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INTERVIEWER: Where is your mother? What does your mother do?
SUBJECT:  She’s dead.
I:  Ah – she’s dead. Very good.
I:  What’s your father’s name?
S:  [no response]
I:    What does your father do? Where does he work? Where does your 

father work?
   Come on girl, talk! Talk! Don’t be afraid. Where does your father 

work?
S:  [no response]
I:   What do you do at home? Do you help your mother? What does your  

mother do?
S:  [no response]
I:  (into microphone) Doesn’t talk.

Of course, the test environment is artificial to some extent since test-takers are expected to 
maximize their display of the required L2 knowledge and skills in a limited period of time, but 
nevertheless authentic assessment should aim to reflect ‘real world’ language use and interac-
tion patterns as far as possible. Test characteristics (particularly with ‘high stakes’ tests) can have 
a powerful impact on classroom practices, as teachers teach for the exam – an effect known as 
‘washback’. Positive washback has been linked to the use of authentic texts and tasks along with 
direct assessment of the skills we want to foster:

If we want people to learn to write compositions, we should get them to write composi-
tions in the test. If a course objective is that students should be able to read scientific articles, 
then we should get them to do that in the test. Immediately we begin to test indirectly, we 
are removing an incentive for students to practise in the way that we want them to.

(Hughes, 2003: 54)

Unfortunately however, there is a tendency to design tests on the basis of what is convenient 
to administer or grade, rather than focusing on the skills students actually need to develop 
for their future lives. This is certainly the case in Japan with the National Center Test for 
University Admissions, which uses multiple-choice questions to principally assess students’ 
lexical or grammatical knowledge. A listening component, still using a multiple-choice for-
mat, was only introduced in 2006 and speaking skills are not tested at all (although this is due 
to change in 2020). As a direct consequence of these policy decisions, high school students 
entering Japanese universities typically have skewed communicative competence, with very 
poor speaking skills. It is therefore useful on teacher training courses to consider the forces 
shaping assessment choices in local contexts, and whether or not test characteristics encour-
age the kind of classroom practice which will be beneficial to learners in their future target 
discourse communities.

Authenticity as appropriate learner response

The final two definitions of authenticity focus more on the social reality inside the classroom. 
Definition 6 is closely associated with Widdowson’s (1978: 80) distinction between ‘genuine’ 
and ‘authentic’ texts: ‘Genuineness is a characteristic of the passage itself and is an absolute 
quality. Authenticity is a characteristic of the relationship between the passage and the reader 

Alex Gilmore
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and has to do with appropriate response’. In this sense, any (spoken or written) text, whether 
genuine or contrived, which learners can engage with and learn from can be seen as serving 
an authentic pedagogic purpose. Indeed, it may well be that materials contrived for a specific 
group of students, from a particular culture at a known proficiency level have a greater potential 
to be authenticated by them than genuine texts, originally intended for a native speaker audi-
ence, which because of their low frequency vocabulary, idiomatic language or culturally opaque 
references become ‘pragmatically inert’ (Widdowson, 1998: 710) for learners, not to mention the 
non-native English-speaking teachers (NNESTs) who make up the majority of trained EFL or 
ESL teachers around the world (Moussu & Llurda, 2008). Teacher trainers can usefully consider 
with TLs the value of this distinction between ‘genuine’ and ‘authentic’ and the extent to which 
text accommodation to (i.e. convergence with) students’ culture or proficiency level is desirable.

Authenticity as a search for personal meaning

Definition 7 embraces a social constructivist approach to language learning (e.g. Williams & 
Burden, 1997), which sees knowledge and meaning as being socially situated and collaboratively 
constructed through interaction occurring in the classroom. Texts, tasks, learners, teacher and 
broader contextual (emotional, physical, social, political or cultural) factors all come together to 
create a unique, and constantly changing, environment where learning, we hope, can take place. 
In this sense, authenticity equates to the search for personal meaning from the experiences we 
encounter and is ‘a context-bounded, multi-dimensional and dynamic process of interpretation, 
validation and (co)construction of a text, a task or a lesson in general’ (Külekçi, 2015: 318). Any 
change in the components of the complex system that shape a particular classroom context will 
obviously influence the learning outcomes, and teachers play a pivotal role in facilitating this 
‘classroom authenticity’ through, for example:

1. Careful selection of relevant and interesting input that meets students’ perceived needs.
2. Effective ‘re-contextualization’ of authentic materials from the real world so that they are 

accessible to the target learners.
3. Task design that provides the right balance of challenge and support (e.g. Mariani, 1997).
4. Varying interaction patterns in the classroom (individual study, pair or group work, plenary) 

according to the aims at particular stages of the lesson and students’ social needs.
5. Responding to learning opportunities that arise spontaneously in the class – experienced 

teachers are more likely to go ‘off-script’ and deviate from the lesson plan to make activities 
more effective (e.g. Külekçi, 2015).

6. Engendering a feeling of trust and belonging in the class.
7. Maintaining their own enthusiasm for the class content and activities so that teaching does 

not become a mechanical process (selecting, designing and trialing your own materials is an 
excellent way to stay motivated).

Scaffolding (instructional techniques which move students towards greater skill or understanding) 
can take place at both macro and micro levels in the classroom: at the ‘designed-in’ level, careful selec-
tion and sequencing of materials and tasks by the teacher helps to ensure that learners can engage 
with the input, while at the ‘interactional’ level, as the lesson unfolds, teacher and students interact 
contingently and in less predictable ways, to co-construct meaning (Hammond & Gibbons, 2005).

Importantly, learners’ L2 developmental trajectories are likely to be highly idiosyncratic, 
as they interpret the classroom input in different ways and assess its value in terms of their 
own goals and interests. Stimulus appraisal models of language learning (e.g. Schumann, 1997) 



306

hypothesize that learners assess input across five criteria: novelty, pleasantness, goal/need sig-
nificance, coping mechanisms and self or social image. Positive appraisals of input are believed 
to encourage greater cognitive effort and greater engagement, leading to more learning, while 
negative appraisals result in avoidance. Thus, this final definition of authenticity tries to embrace 
the full complexity of the language learning process and to recognize that, while some aspects 
of a lesson can be controlled, many cannot. Video recordings or transcriptions of language les-
sons can be used with TLs to explore how classes often unfold in unpredictable ways and how 
learners also authenticate materials, tasks and classroom interaction in a personal manner so that 
any lesson, ultimately, means something different for each participant.

Authenticity and social constructivism

Of all the varied definitions of authenticity explored above, it is this final social constructivist per-
spective that seems most fitting to the concerns of language teachers, both in terms of its scope and 
the primacy it gives to the ‘lived experience’ of the classroom. Sociocultural approaches to learning 
and development were first developed by the Russian psychologist, Lev Vygotsky (1978), who 
envisaged two levels of development in the process of learning: (i) the ‘actual level of development’ 
is that already reached, where the learner is able to solve problems independently; (ii) the ‘potential 
level of development’, or zone of proximal development (ZPD), is that which learners are capable of 
reaching with guidance or collaboration from others. Learning is seen as taking place within the 
ZPD, when the challenge of a task is just above the learner’s level of competence and can only be 
achieved with the support of a ‘knowledgeable other’ or meditational tools (Lantolf, 2011).

Much of the discussion above of authenticity in language learning can be framed within this 
social constructivist model of the developmental process. First, the actual level of development of any 
group of learners is likely to differ according to factors such as language aptitude, interest in the target 
language/culture, or previous experiences with the L2. Teachers try to provide input at the right level 
of difficulty to ensure that learners are working within the ZPD, but this can only ever be an approxi-
mation and may leave students under- or over-challenged. Any materials or tasks that are outside of 
the ZPD are unlikely to be engaged with or ‘authenticated’ by the learners (see Figure 20.1). Support 
for learning in the classroom can come from the teacher, other learners, or through the way tasks 
are designed or lessons staged. The types of input and tasks introduced into the class will obviously 
affect the direction of L2 development, so it is important to consider carefully what the learning goals 
should be. This may not be straightforward in a general English class, but some kind of needs analysis 

Actual level of 
development 

Potential future 
ZPD???

Actual level of
development

ZPD

Figure 20.1 Actual and potential levels of development

Alex Gilmore
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and negotiation of course content between teacher and learners is more likely to ensure that learn-
ers feel that they are developing their communicative competence and skills in an appropriate way 
and will therefore be more willing to engage with activities. ‘Genuine’ materials, originally produced 
for real communicative purposes outside of the classroom context, are often more motivating for 
learners precisely because they can see their practical relevance, as these comments from participants 
on a ten-month experimental course, using only authentic materials, suggest (Gilmore, 2007a: 228):

RI:  All of the materials you gave me was practical […]. Before participating in your class, my 
English was terrible! It was very Japanese English and quite unnatural. However, I really 
think that now I can speak English more naturally than before thanks to your lessons. 
You taught me how I should speak English for native English. It was very hard but quite 
useful for me. I like your teaching! Your lessons are unique, interesting and active!

YM:  I learned a lot of things that I haven’t know before! […] I think that because 
I learned many techniques which make my English sound more natural. For exam-
ple, it was great to learn ‘listener responds’ [reactive tokens], ‘sign-posting languages’ 
[discourse markers] and so on. Also, it was good to study polite English and formal 
English because I will definitely need them in the future.

TK:  Today, we learnt how to close a conversation. For example, ‘Well ... I’ve got to go’, ‘OK 
then, thank you for your help!’ and so on. Actually, I was surprised that there were so many 
ending clauses. Now I know them, so I want to use them when I talk with foreigners!

Feedback from learners on materials or tasks such as this clearly shows how they are actively 
involved in evaluating the L2 input they receive in relation to their own communicative goals – 
something which is unlikely to be evident from in-class observations. Inexperienced teachers 
can benefit immensely from asking their students to submit ‘learner diaries’ which make explicit 
these thought processes (e.g. Gilmore, 2007a: 202).

As illustrated below, multimodal authentic materials also tend to provide a richer source of 
input than conventional textbooks, which allows learners to ‘notice’ (e.g. Schmidt, 1990) different 
L2 features, depending on their own particular stage of interlanguage development or interests, 
and to develop a wider range of communicative competencies. Exactly what gets noticed can be 
influenced to a certain extent through materials selection, task design, and the teacher’s decisions 
on staging or delivery of the input, but ultimately learners will make their own personal mean-
ings in the classroom – something that should be both encouraged and facilitated. TLs should 
consider what kinds of communicative competence are encouraged by the L2 input and tasks 
they select (or are obliged to use) in class and how far these match students’ needs or interests.

Exploiting authentic materials in the classroom

The sample materials below illustrate how some of the principles of authenticity highlighted 
above can be realized in a genuine classroom context. As is always the case, the choice of materi-
als and task design relate closely to the specific learning environment or learner profile (in this 
instance, students in the Japanese university system), so, although seen as successful here, they are 
unlikely to be appropriate to other learning contexts without adaption (or otherwise replaced 
completely). These examples represent ‘unmediated’ materials where there is no intervention 
between writer and learners, rather than ‘mediated’ materials where a range of stakeholders (e.g. 
editors, end-users, governmental bodies) might influence the end product (Timmis, 2014).

Teacher trainers working with teachers can use the materials here to demonstrate the process 
of text selection, task design, implementation and reflection possible with authentic materials. 
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This could be followed up with activities where teachers are made aware of different potential 
sources of authentic L2 input and are then asked to select and try out samples of natural spoken 
or written language in their own classrooms. However, for this to be successful, teachers first 
need a solid foundation in discourse analysis, which can allow them to identify pedagogically 
useful features that are always present in any text but not necessarily obvious to the untrained 
eye (good entry points are McCarthy, 1991 and McCarthy & Carter, 1994).

‘My secret life’

Target group: First year Japanese university writing skills class.
Lesson aims: (i) reading comprehension of an authentic newspaper article; (ii) vocabulary 

development (cynical, eccentric, call the shots, etc.); (iii) improving web search skills in English; 
(iv) question formation in English; (v) developing speaking skills (pair work interviews); (vi) 
developing writing skills (newspaper article); (vii) improving learning environment with 
familiarization activity for new university students.

Box 20.2 My Secret Life: Mark Watson, comedian, 31

Interview by Holly Williams, Saturday, 16 April 2011

1 A life in brief… Mark Watson was born in Bristol in 1980. He 
studied at Cambridge, and has

2 regularly appeared at the Edinburgh Fringe, on radio and TV, 
including hosting the panel

3 show Mark Watson Kicks Off. Watson is Chairman of Respect FC, 
aiming to unite fans and

4 players against the ugly side of football (respectfootballclub.com). 
He is the author of four

5 books; his novel Eleven is out in June, when he also embarks on a 
country-wide Request

6 Stops stand-up tour. Watson lives in London with his wife and son.
7 My parents are ... one of the most steady forces in my life.
8 I’m the first-born son, so I had the status of golden boy –
9 well, my siblings certainly thought so. Fortunately we are

10 quite a cynical family, so they are gently mocking in a
11 way parents should be.
12 The house/flat I grew up in ... was in Shirehampton in
13 Bristol. We had a really big garden which me and my
14 brother almost believed was an-all purpose sports stage.
15 I’m slightly resentful that whoever lives there won’t be
16 using it as a cricket ground.
17 When I was a child I wanted to ... be a sports
18 commentator. It’s a stereotypical wish to be a footballer; I
19 had the pragmatic dream of being someone who watched.
20 If I could change one thing about myself ... I’d like to be
21 more aggressively confident, without being a real idiot.
22 You wouldn’t know it but I am very good at ... capital
23 cities, flags of the world, and geographical trivia like that.
24 You may not know it but I am no good at ... riding a
25 bike. It’s quite embarrassing. I went to a local park with
26 the in-laws and I had to run alongside their bikes.
27 At night I dream of ... Embarrassingly, I do dream a lot about 

football, and in really specific
28 ways. My wife finds it incredibly uninteresting when I wake up and 

say, ‘Tottenham beat Arsenal
29 2–1’.
30 What I see when I look in the mirror ... Mostly I notice that 

I am alarmingly, unhealthily thin.
31 I wish I’d never worn ... I’ve always had fairly poor dress sense – 

now it’s not a problem
32 because my wife calls the wardrobe shots. Anything I owned that 

was bad has been brutally

33 purged.
34 I drive ... nothing at all. I’m not 

really interested in cars or bikes.
35 My favourite building ... Flin-

ders Street Station in Melbourne. 
It’s not so much beautiful as

36 peculiar looking. It’s covered in 
clocks – basically very eccentric.

37 My secret crush is ... Peggy 
Olson from Mad Men. She’s irre-
sistible, it’s the intensity of her

38 eyes. Normally it’s older women 
though, which means they have 
to stay secret because it gets

39 really embarrassing.
40 Movie heaven ... It’s A Wonderful Life. Maybe not the best film 

ever made, but it is the film
41 that makes you feel warmest and most optimistic about mankind.
42 A book that changed me ... 1984, because I read it when I was 

about 14 and it made me
43 realise it was worth bothering to read adult books. It convinced me 

it’s possible to write a book
44 that still has political resonance 50 or 100 years on.
45 My greatest regret ... On a day-to-day basis, I regret that 

I changed my phone to Orange.
46 They should spend less money on those cutesy black-and-orange 

adverts and more on pylons
47 so they have better signal.
48 My real-life villains ... The Pussycat Dolls. I’m pretty confident 

they are a force for evil; they
49 make terrible pop music, and are terrible examples for young girls. 

They make me unhappy:
50 it’s just a step back for feminism, and for the world.
51 The person who really makes me laugh ... My brother, and 

my wife. It’s not a coincidence
52 that the people close to you are the people who make you laugh 

the most.
53 My five-year plan ... The only plan that makes sense is to do 

what you’re doing, better.
54 makes you look stupid if you have too definite plans.
55 My life in six words ... A good effort with some reservations.

<www.independent.co.uk/news/people/profiles/my-secret-life-mark-watson-comedian-31- 
2267228.html>

Alex Gilmore

http://www.independent.co.uk
http://www.independent.co.uk
http://respectfootballclub.com
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Commentary

This activity is based on a newspaper article series from the Independent called My secret life 
in which famous people reveal hidden aspects of themselves to readers. Newspaper articles 
have long been exploited for language learning since they provide a readily available source 
of topical material on an endless variety of subjects and, as ‘stand-alone’ texts, need little 
adaptation for the classroom. It is commonly recognized that authentic texts are naturally 
graded and interviews are towards the less challenging end of the cline because of their simple 
discourse structure (question–answer) and the limited number of ‘elements’ (interviewer–
interviewee) they include. Even if students fail to understand isolated parts of the interview, 
they can therefore still grasp the basic global structure, and this, hopefully, gives them a sense 
of control over the task.

Learners start by reading the newspaper interview with a British comedian, Mark Watson, 
and answering comprehension questions designed to focus their attention on useful vocabulary 
or cultural information in the text, for example:

• What do we mean when we say somebody ‘calls the shots’ (line 29)? Check the Oxford 
Advance Learner’s Dictionary online at: http://oald8.oxfordlearnersdictionaries.com/ 
(Hint: search for ‘call the shots’)

• Find some pictures of Flinders Street Station (line 31) on the Web and discuss your opin-
ions of this building with your partner. Mark calls the station ‘peculiar’ and ‘eccentric’: Are 
these positive or negative adjectives here?

• What does it mean if you ‘have a crush on someone’ (line 33)? Do a Google search to find 
the answer (Hint: type ‘have a crush definition’ in the search box). Find Peggy Olson from 
Mad Men (line 33) on YouTube: Do you find her ‘irresistible’?

Line references and web search hints are provided for support – an illustration of how mate-
rials designers can vary the level of challenge by altering the task rather than the text itself. 
The questions encourage learners to notice specific linguistic or cultural features that could 
benefit their L2 development; for example, Mark Watson (the interviewee) mentions that his 
favourite building is Flinders Street Station in Melbourne, saying, ‘It’s not so much beauti-
ful as peculiar looking. It’s covered in clocks – basically very eccentric’. Their attention is 
focused on the adjectives ‘peculiar’ and ‘eccentric’, which are used in a complementary sense 
in this context, although the Japanese translations 変 (hen) or 風変わりな (fugawarina) 
would tend to be seen as negative descriptions in what is a relatively homogenous society 
that emphasizes conformity (as the famous Japanese saying goes, ‘出る釘は打たれる’ – 
‘The nail that sticks out gets hammered down’). Interestingly, Japanese often borrows words 
from other languages, which are marked as ‘foreign’ by being written in katakana (a differ-
ent writing system), rather than kanji or hiragana. The word eccentric has been incorporated 
into the language as a loan word (エキセントリックな) and tends to have more positive 
connotations than its Japanese equivalents. The task also tries to elicit a personal (authentic?) 
response from learners with questions such as ‘Do you find Peggy Olson from Mad Men 
irresistible?’ to generate discussion and to make the target language more memorable. ‘Cul-
turally loaded’ texts like this can therefore be used to heighten teachers’ awareness of the 
importance of cultural differences in communication and also to demonstrate how students’ 
intercultural communicative competence can be developed through principled materials 
selection and task design.

http://oald8.oxfordlearnersdictionaries.com
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In the next stage of the activity, students are asked to produce question forms based on Mark 
Watson’s interview responses, for example:

If I could change one thing about myself ... I’d like to be more aggressively confident, with-
out being a real arsehole (idiot) » If you could change one thing about yourself, what would it be?

This task allows a focus on any problematical grammatical structures (here, the conditional 
use of could and would) and also primes learners for the upcoming pairwork oral interview by 
illustrating a range of possible questions. Notice the use of taboo language here, ‘a real arsehole’, 
which is a common feature in authentic texts. Teachers will need to decide just how much 
‘reality’ they want to expose their students to – in this case, the decision was made to use the 
synonym ‘idiot’ given the level of maturity of the target group.

Students then brainstorm and share possible questions for the oral interviews, which gives 
them the opportunity to personalize the activity and ask questions that they themselves find 
meaningful, such as:

• If you imagine a colour for yourself, what is it?
• Which Olympic events do you most want to watch in 2020?
• If you could get one of Doraemon’s belongings, which would you choose and why?

(Doraemon is a robotic cat from a popular Japanese manga series, who has a pocket full of gadg-
ets including the ‘bamboo-copter’, a head accessory for personal flight, and the ‘anywhere door’, 
a door that opens onto any destination the user wishes to visit).

Finally, pairs interview each other and write up their notes for a class newspaper; attention is 
given to formatting features in the article, such as font style, the use of bold typeface or italics, 
and the choice of an image that can encapsulate the character of the interviewee. The ‘published 
newspaper’ is normally received with great enthusiasm by the class and avidly read since, being 
first year students, they are all new arrivals at university and are keen to find out more about 
each other’s lives.

This kind of activity might also provide useful ‘loop input’ (e.g. Mann & Walsh, 2017: 89) 
in teaching workshops or initial teacher training courses, particularly where participants don’t 
know each other well. After experiencing the task for themselves, teachers could be asked to 
identify the different stages included in the activity and the pedagogic rationale underpinning 
each step. They could also reflect on their own feelings about engaging with authentic texts or 
each other and the extent to which these types of activities have the potential to deepen the 
learning experience.

Reservoir Dogs (Quentin Tarantino, 1992)

Target group: Japanese university oral proficiency class.
Lesson aims: (i) understanding the structure of oral narratives; (ii) highlighting function of 

present historic tense in story-telling; (iii) non-verbal communication (NVC) in story-telling; 
(iv) vocabulary development (glove box, dashboard, etc.); (v) developing speaking skills (pair 
work discussion); (vi) developing listening skills (understanding a film scene); (vii) recounting 
personal stories effectively.

Commentary: Extracts from films or television programmes can be extremely motivating 
and excellent sources of multisensory input for language classrooms, but need to be selected 

Alex Gilmore
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with care, considering questions such as: (i) Is the scene interesting as a ‘stand alone entity’ and 
will it be comprehensible to students without excessive recontextualization work? (ii) Are there 
useful discourse features (lexicogrammatical, pragmatic, prosodic, non-verbal, etc.) for students 
to notice in the extract? (iii) Is the level of difficulty of the text appropriate for the target group 
(speech rates, accents, colloquial language, assumed cultural knowledge, etc.)? (iv) Are subtitles 
or transcripts readily available to support learning?

Oral narratives are extremely common in casual conversation and play an important role 
in building or maintaining relationships, providing speakers with ‘a resource for assessing and 
confirming affiliations with others [...] in stories, values, attitudes and ways of seeing the 
world are created and represented’ (Eggins & Slade, 1997: 229). They are, however, largely 
unrepresented in language teaching materials despite their crucial role in realizing a social 
identity.

The Reservoir Dogs extract was selected for its interesting content, with an American traffic 
cop recounting a story to a colleague of a dangerous incident when he pulled over a suspicious 
driver for questioning. It also highlights useful features of oral narratives, which students can 
incorporate into their own attempts at storytelling. The task begins by contextualizing the story 
visually, encouraging learners to develop relevant schemas and scripts around traffic violations in 
the USA and to activate key vocabulary arising in the listening activity. Students are then given 
an outline of the story and are asked to produce their own oral narratives first before they listen to 
the original scene, which encourages them to ‘notice the gap’ (Schmidt & Frota, 1986) between 
their own performances and that of the characters in the film and is thought to enhance language 
acquisition.

Telling stories

A. What is happening in this picture?
1. What do you think the policeman is saying to the driver?
2.  What is ‘police procedure’ in your country when a car is stopped? How do you think 

it is different in America?
3.  What do people usually keep in their car’s glove box in your country? How about in 

America?
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B.  Work in pairs and imagine you are policemen in America. Policeman 1 is going to tell a 
story to Policeman 2. Try to make your story as interesting and funny as possible, Policeman 
2 should try to sound interested in the story. Here are the details:

•  The other day, you stopped a suspicious car with an American man (called Chuck) and 
an Asian woman in it, the man was driving.

• You parked behind the car and approached it with your gun drawn.
• You walked round to the driver’s side and pointed your gun at the driver and told him 

not to move.
• The driver replied, ‘I know, I know’ but continued to move his right hand towards 

the glove box.
• You warned the driver again, saying you would shoot him if he didn’t put his hands on 

the dashboard.
• The driver’s girlfriend told him to listen to you and to put his hands on the dashboard.
• Finally, the driver put his hands on the dash but he was nearly shot by you!
• Chuck was trying to get his registration out of the glove box.

C. Write down your dialogue and practice acting it out in a natural way.
D.  Now watch this scene from Reservoir Dogs (Quentin Tarantino). How was it different from 

your story? Think about:

1. the different parts of the story
2. the grammar patterns
3. the vocabulary
4. the intonation
5. the body language

The transcript below shows the interaction between two Japanese students attempting to 
reconstruct the story in Section B of the materials, and illustrates how they cooperate together 
to create their own personal meaning from the task, exploiting the materials and an electronic 
dictionary as mediational tools:

S1, S2: Male students
(…): Transcription remarks
[…]:  Concurrent speech
italics: Japanese
bold: English translation

 1 S1: ha he ho ho nani ni shiyoka A piece of paper
 ha he ho ho what shall we do?

 2 S2: A piece of paper
 3 S1: sou nanka omoshiroi hanashi wo tsukurashite morauyo
 Yes I’ll make an interesting story

 4 S2: so omoshiroku shiyo omoshiroku naruka konna shinkokuna kore ga omoshiroitte iunara
 Yes let’s do that make it interesting?  I don’t understand how we can make

 5 ore wa rikai dekihin we don’t understand what why this is funny

Alex Gilmore
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 this serious story interesting

 6 S1:  What do we now here it’s my it’s my it’s my car (S2 laughs) I’m sorry and I want to 
ride ride

 7 pato car once finish (pato car = patrol car)
 8 S2: (laughs) Oh really oh that’s terrible
 9 S1: Patokaate nihongo patroruka ka?
 Is ‘pat car’ Japanese? Is it ‘patrol car’ in English?

10 S2: Ah pata Patrol car [S1: Patrol car]

 Oh that’s patrol car

11 S1: (Checking dictionary) Be available patrol car rashii chuuka

 patrol car-ish or

12 Police car no hou ga iissu

 Police car would be better

13 S2: Mm police car sq squad car

14 S1: nani sore squad car

 What’s squad car?

15 S2: iya soo ya issho ni kangaete

 Can’t we think about this together?

16 S1: Pair yaro

 We’re working as a pair aren’t we?

17 S2: Pair detan yaro kangaetekure

 If you’re my partner please think of something

In line 6, S1 suggests a quick solution to the task, imagining the driver of the car simply 
apologizing to the policeman and explaining that his driving misdemeanors stemmed from 
his desire to ride in a police patrol car – a suggestion firmly rejected by S2 in line 8. The 
emergence of the expression ‘パトカー’ (patoka) in the discussion then initiates a series of 
turns from lines 9–14 where the two students negotiate with each other to arrive at a suitable 
English translation. They seem to be aware that, often, English loan words are shortened in 
Japanese (e.g. ‘convenience store’ becomes konbini) and this knowledge causes them to doubt 
(correctly in this case) the acceptability of patoka in English. S2 suggests ‘patrol car’ as a bet-
ter alternative, but S1 appears to be unsure and searches his electronic dictionary for more 
examples. His search yields an alternative expression, ‘police car’, which generates a final sug-
gestion of ‘squad car’ from S2. S1 appears to want to search for more information about ‘squad 
car’ in his dictionary, but this is curtailed by S2’s impatience to continue with the dialogue 
construction task.

What is clear even from this short extract of classroom interaction is that the participants are 
both highly motivated and deeply engaged with the task, and in this sense the authentic materi-
als appear to be facilitating language learning. However, the teacher’s intended goal of preparing 
the learners for the follow-up listening task is somewhat undermined in this case as the pair ‘go 
off script’ and create their own original story from the outline. This illustrates the unpredictabil-
ity inherent in ‘authentic classrooms’ where the act of authentication by participants inevitably 
takes the lesson in unexpected, and often interesting, directions (see Külekçi, 2015 for more on 
the important role of spontaneity in teaching).

For teacher trainers, this extract illustrates the potential value of recording, transcribing, and 
analyzing student interaction in the classroom. Effective teachers will often move around the 
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class during activities, monitoring learners’ progress with a task, but with communicative activi-
ties noise levels are often high and it can be difficult for teachers to catch more than random 
snatches of pair or group-work conversation. In this sense, as teachers, we can only ever have a 
rough sense of what is going on inside our classrooms – recording and analysing student interac-
tion can deepen our understanding of these processes.

Students next act out their story scripts to other groups and usually enjoy seeing how 
each other’s interpretations differ. They then watch the film version and compare the effec-
tiveness of their own stories with the original, considering various discourse features such 
as the obligatory parts of an oral narrative, tense, vocabulary or prosodic choices, and NVC. 
A transcript of the scene is provided at the post-listening stage to allow for a closer analysis 
of the material:

1 Policeman 1: So hey, so, so anyway, I’ve got my gun drawn right?
2 And I’ve got it pointed right at this guy, and I tell him ‘Freeze, don’t fucking move’
3 and this little idiot’s looking right at me, nodding his head yeah and he’s saying
4 ‘I know, I know, I know’ but meanwhile, his right hand is creeping towards the 

glove box.
5 And I scream at him, I go, ‘Asshole, I’m gonna fucking blow you away right now!’
6 (story continues)

Students are introduced to the six stages normally included in a narrative (Labov, 1972):

i. The abstract (e.g. ‘Have I ever told you about the time…?’) tells the listeners what the story 
is about and creates a ‘storytelling space’ in the conversation by suspending normal turn-
taking patterns.

ii. The orientation provides background information on the time, people and places relevant to 
the story.

iii. The complicating action provides the details of what happened and is temporally ordered.
iv. The evaluation highlights the point of the story, warding off the question ‘So what?’ from 

listeners.
v. The result or resolution describes what finally happened and brings the story to a satisfactory 

conclusion.
vi. The coda acts as a bridge between the ‘story world’ and the ‘real world’ and signals the end 

of the narrative.

They compare these with the transcript to identify whether any parts are missing (in this 
case, the scene cuts straight to the complicating action) and try to imagine what might have 
been said in the omitted sections. They then focus on Policeman 1’s verb choices in the com-
plicating action and discover (inductively) how he shifts from past tense to historic present 
tense (‘I tell him…’) and progressive forms (‘this little idiot’s looking right at me, nodding 
his head…’) in order to increase the story’s dramatic impact – uses of tense that are rarely, 
if ever, illustrated in commercially produced textbooks. Other interesting discourse features 
evident in the transcript include the speaker’s use of varied accents, speech rhythm and pitch 
to represent the different characters in the story, and his tendency to chain utterances together 
with the simple discourse markers and, but, or so, as is commonly the case in natural speech 
(e.g. Wardaugh, 1985). As we saw in the earlier example, the language in authentic materials 

Alex Gilmore



Materials and authenticity in language teaching

315

can sometimes be rather risqué, but this provides a good opportunity to focus on the social 
role of swearing to amplify attitudinal meaning and claim group membership (particularly 
amongst males). A useful activity at this stage is for students to rewrite the dialogue in a more 
formal register, making lexical decisions in order to tone down the language to suit a different 
audience or context, where, in terms of power, relationships are more asymmetrical. As Wajn-
ryb (1996) points out, examples of face-threatening acts (FTAs) are uncommon in language 
textbooks, and even when they do occur the opportunity for the ‘facework’ they provide is 
rarely exploited.

For teacher trainers, these materials provide a good example of the potential pedagogic value 
of even small extracts from films or other audio-visual materials. In workshops, teachers could 
be provided with the original scene and transcript from Reservoir Dogs and asked to brainstorm 
ideas for their use with L2 learners, before comparing their own ideas with the commentary 
here or finding and trialing their own film samples.

Finally, in a small group activity, students are asked to prepare and retell one of their own life 
stories in English, considering the typical features of oral narratives highlighted by the materi-
als. This is a chance for them to review what they have learned and to personalize it, building 
relationships with classmates in a meaningful way. It is usually greeted with great enthusiasm 
and close attention from the audience – a grading sheet summarizing the key points for effec-
tive storytelling helps to keep the focus on the learning goals and gives students a stake in their 
own assessment.

Conclusion

It is probably clear from the discussion above that there are no easy answers to what authenticity 
actually is, or how it should best be encouraged in the classroom. The concept has been prob-
lematized and complexified considerably over the last few decades and its precise nature will 
always be determined by the context in which it is realized, shaped by local actors and condi-
tions. For this reason, it is perhaps also best explored locally by practicing teachers themselves, 
through classroom investigations or action research cycles. Teacher trainers can begin by raising 
awareness of the many meanings ascribed to authenticity in the research literature and discussing 
with teachers which definitions they see as being most relevant and useful to their own practice 
and why. Only once this has been established can decisions be made in terms of what type of 
input or tasks are most likely to help educators achieve their teaching goals. Teachers should also 
be familiarized with the different types of spoken and written authentic texts readily available 
on the Web (newspapers, films, documentaries, soap operas, etc.) and consider, from a discourse 
perspective, what verbal or non-verbal features of the input could be exploited in the classroom 
to develop learners’ communicative competence. When appropriate materials have been identi-
fied, teachers could practice adapting them to suit the needs of specific learner groups in their 
own contexts.

Further reading

Mishan, F. (2005) Designing Authenticity into Language Learning Materials. Bristol: Intellect.
 This is one of the first books to deal comprehensively with the complex issue of authenticity in lan-

guage learning. Part 1 considers the theoretical underpinnings for using authentic materials, while Part 
2 focuses on the practical implementation in the classroom, covering seven different ‘cultural products’: 
literature, broadcast media, newspapers, advertising, music, film, and ICT.
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Gilmore, A. (2007b) ‘Authentic Materials and Authenticity in Foreign Language Learning’. Language Teach-
ing, 40(2) 97–118.

 This is a ‘State-of-the-Art’ article from Language Teaching (www.cambridge.org/core/journals/lan-
guage-teaching) – in general, this thread in the journal provides an excellent starting point for an 
overview of many important areas in second-language teaching. The paper reviews some of the 
wide-ranging issues surrounding authentic materials and authenticity in language learning and has 
an extensive reference list.

Tomlinson, B. (ed.) (2011) Materials Development in Language Teaching, 2nd edition. Cambridge: Cambridge 
University Press.

 This is a very accessible edited volume, with contributions from 20 expert researchers/practitioners in 
the field. Impressive in its scope and consideration of materials development from multiple perspectives, 
it provides a strong link between theory and practice.

Mishan, F. and Timmis, I. (2015) Materials Development for TESOL. Edinburgh: Edinburgh University 
Press.

 This book, designed for use on TESOL programmes or self-study, aims to provide a compre-
hensive overview of the key theoretical and practical issues behind materials development. It 
is written in an accessible style and has practical tasks at the end of each chapter to encourage 
readers to consider the implications of the theoretical concepts or issues to their own teaching 
contexts.
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Introduction

Classroom management (CM) is a commonly used term in teacher education and most people 
would agree that the skills involved are an essential part of any teacher’s repertoire. Indeed, CM 
has been identified as a key factor in effective teaching (e.g. Marzano and Marzano, 2003), par-
ticularly as a minimum level of competence in CM may underpin development in other areas of 
pedagogy (Emmer and Stough, 2001). CM is described by Fowler and Saraplia (2010: 94) as the 
‘greatest concern of most teachers, especially those who have not yet begun their careers in educa-
tion’. Significantly, Fowler and Saraplia (2010: 94) also argue that ‘classroom management is just as 
important to students as it is to teachers’. To these observations we can add the quite startling claim 
by Wang, Haertel, and Walberg (1994, cited in Martin et al., 2007–2008: 11) that effective CM is 
at least as important as student ability in determining student achievement. However, while the 
importance of CM is generally recognised, it is often treated as an atheoretical aspect of teacher 
education, an aspect which merely involves practical techniques to maintain discipline and to 
organise learners and resources in the classroom. Perhaps because it is seen as an atheoretical aspect 
of teacher education, and perhaps also because CM is not measurable, there has been little research 
in the area (Martin et al., 2007–2008). Although CM may sometimes be portrayed as an atheoreti-
cal domain, little more than a ‘bag of tricks’, the argument of this chapter is that when we look 
closely at how CM is actually defined and described by different commentators, it becomes both 
more complex and more interesting. It can even be said that views of CM reflect methodological 
and perhaps broader educational beliefs. In this chapter we look first at definitions of CM and then 
at categorisations and inventories of CM skills. Following that, we present our own research into 
teachers’ perceptions of CM skills and their views of whether these skills can be trained. Finally, 
we discuss how, in the light of the evidence, CM might be approached on teacher training courses.

Key issues

Defining classroom management

To show how views of the scope and nature of CM can differ, we now present six different defi-
nitions of CM with a brief commentary on the implications of each definition (we unashamedly 
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use some internet sources, as a vox pop view of CM is important – we want to know how the 
term is generally understood).

Definition 1

Classroom management refers to the wide variety of skills and techniques that teachers use 
to keep students organized, orderly, focused, attentive, on task, and academically productive 
during a class. When classroom-management strategies are executed effectively, teachers 
minimize the behaviors that impede learning for both individual students and groups of 
students, while maximizing the behaviors that facilitate or enhance learning. Generally 
speaking, effective teachers tend to display strong classroom-management skills, while the 
hallmark of the inexperienced or less effective teacher is a disorderly classroom filled with 
students who are not working or paying attention.

(www.edglossary.org/classroom-management/)

This definition draws attention to the central role of CM skills in a teacher’s repertoire. How-
ever, the phrase, ‘When classroom-management strategies are executed effectively’, seems to 
imply that there is a fixed set of techniques which simply need to be implemented. It is also 
interesting that the negative goal, ‘minimize the behaviors that impede learning’, appears before 
the positive goal, ‘maximizing the behaviors that facilitate or enhance learning’. We see too the 
fear of a ‘disorderly’ classroom.

Definition 2

Classroom management is the term educators use to describe methods of preventing mis-
behavior and dealing with it if it arises. In other words, it is the techniques teachers use to 
maintain control in the classroom. Classroom management is one of the most feared parts 
of teaching for new teachers. For the students, lack of effective classroom management can 
mean that learning is reduced in the classroom. For the teacher, it can cause unhappiness 
and stress and eventually lead to individuals leaving the teaching profession.

(www.thoughtco.com/definition-of-classroom-management-773)

It would be difficult to find a more negative view of CM than this. CM is essentially seen as 
a set of preventive techniques to quell incipient rebellion. Fear, unhappiness and stress for the 
teacher loom large in this view. This definition strongly suggests that views of what constitutes 
CM are deeply influenced by the teaching context (e.g. primary, secondary or adult education). 
You will not need exactly the same set of skills to manage a class of unruly adolescents as you 
will to manage a class of well-motivated adults.

Definition 3

Classroom management is defined as the methods and strategies an educator uses to maintain 
a classroom environment that is conducive to student success and learning. Although there 
are many pedagogical strategies involved in managing a classroom, a common denominator 
is making sure that students feel they are in an environment that allows them to achieve.

(http://education.gov.gy/web/index.php/teachers/tips-for-teaching/
item/1754-classroom-management-definition)

http://www.edglossary.org
http://www.thoughtco.com
http://education.gov.gy
http://education.gov.gy
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This definition provides a stark contrast to Definition 2 above as it takes an enabling view of 
CM. It also refers to the potentially wide range of strategies a teacher can draw upon, stressing 
that the main role of such strategies is to promote learner achievement rather than simply keep 
order.

Definition 4

the actions teachers take to create an environment that supports and facilitates both aca-
demic and social emotional learning

Everstone and Weinstein (2006, cited in Rahimia & Asadollahia, 2012: 43).

As was the case with Definition 3, this definition sees CM as essentially a facilitative skill and 
with the phrase ‘social emotional learning’ adds an affective dimension to CM, a dimension you 
cannot approach armed only with mechanical techniques. In this approach, CM is used to shape 
students into emotionally intelligent and responsible citizens of the future.

Definition 5

Classroom management involves both decisions and actions. The actions are what is done 
in the classroom – e.g. rearranging the chairs. The decisions are about whether to do 
these actions, when to do them, how to do them, who will do them etc. The essential 
basic skill for classroom management is therefore to be able to recognize options avail-
able to you, to make appropriate decisions between these options, and to turn them into 
effective and efficient actions. As you grow in experience your awareness of possible 
options will grow.

Scrivener (1994: 9)

Scrivener’s (1994) definition takes us beyond the notion of CM as a closed set of trained tech-
niques, portraying CM as a complex decision-making process with a range of options available 
to the teacher. This range of options, Scrivener (1994) argues, is not a closed set – the range itself 
can evolve with experience. Scrivener (1994) goes on to make the following remark about CM:

Classroom decisions and actions are also greatly determined by the teacher’s own attitudes, 
intentions, beliefs and values. What do you believe about learning? What is important for 
you in learning? What is your genuine feeling towards your students?

This comment suggests that, far from being a fixed, agreed, value-neutral set of behaviour 
management techniques, CM, and the decisions it entails, are value-laden. The way this view is 
expressed suggests that CM values are universal rather than context-related.

Definition 6

Classroom management refers to creating safe and stimulating learning environment (sic). 
This term combines the teacher’s personality, his/her abilities and professional conduct 
designed to bring all of his/her professional roles, as well as the processes that take place in 
a group of students and the results of these processes.

(Djigic and Stojiljkovic, 2011: 820)
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This is probably the broadest definition of all those we have considered thus far portraying class-
room management as a multi-faceted domain of pedagogy. It is not quite clear what ‘safe’ means 
in this context, whether literally physically safe or emotionally secure, but it is particularly inter-
esting that the teacher’s personality is overtly brought into the equation, thus distancing us even 
further from a simple mechanistic view of CM. The notion of what constitutes CM is sensitive 
to teaching context and, as Thornbury (2017: 34) points out, how we conceive CM may depend 
on the kind of activities that take place in a particular classroom:

Management is particularly important in large and diverse classes … and in lessons where 
the focus is on activities, such as tasks, as opposed to more lecture-type lesson formats.

The implication of this remark is that CM is sensitive to methodology. Given, for example, the 
role of varied activities in communicative language teaching, it can be argued that CM in lan-
guage teaching may be particularly challenging in this context.

Broad and narrow views of classroom management

Through a consideration of various definitions, we have established that the scope of CM is 
difficult to pin down. It is possible to take a narrow view that CM is essentially about organis-
ing and controlling learners’ behaviour, or a broad view that it is about fostering a classroom 
atmosphere optimally conducive to learning, or even to developing social and emotional skills 
in students. At its narrowest, CM is seen merely as a matter of maintaining order; it is, as the 
following definition by Doyle (1985: 31) clearly shows, problem-oriented: ‘Classroom manage-
ment refers to the actions teachers take to solve the problem of order in classrooms’. Narrower 
views of CM include, and may be limited to, obvious organisational techniques such as arrang-
ing the physical layout of the room and giving instructions for classroom activities. Arguably, 
however, even these basic techniques are not value-free. Clarity of instructions, for example, 
is obviously a sine qua non for any teacher of anything, anywhere, and so might appear at first 
sight to be value-free. There is, however, the question of the tone in which instructions are 
given: the same instruction can be given in a peremptory, engaging or hesitant manner. Tone, 
we would argue, relates to affective concerns of CM such as motivating learners, establishing 
rapport and maintaining discipline. The clearest of instructions are of little value if given with 
so little conviction that the learners are disinclined to enact them, or even listen to them. 
There is also the question of whether instructions are given in L1 or L2, which reflects the 
contentious issue of the role of L1 in the communicative classroom. Organising the layout of a 
classroom may at first sight seem to be a value-free CM skill, but even the basic configuration 
of the room, whether, for example, the classroom is arranged with a focus on the teacher (e.g. 
rows) or with students facing each other is indicative of methodology and underlying values. 
If we want to change the layout, it is probably to accommodate different activities, especially 
pair work, group work and kinaesthetic activities. This CM skill, in other words, carries tacit 
methodological values. Similarly, monitoring activities to help and prompt learners while they 
are engaged in some kind of activity is only an important skill if learners are involved in indi-
vidual, pair or group work rather than just whole class work. There is again a tacit methodo-
logical statement: a ‘chalk and talk’ approach would be undemanding with regard to layout of 
the room and monitoring.

The broader view of CM is even more overtly value-laden than the narrow view. If we con-
sider, for example, the chapter sub-headings below from Scrivener’s (2012) book on CM, we can 
see that each one of them clearly implies certain pedagogic values:
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Being yourself

Showing your real personality, rather than adopting a teacher persona, implies, we would argue, 
an egalitarian, humanistic classroom approach in an environment where discipline is not an issue. 
While it is certainly true that good teachers come in all shapes and sizes as far as personality is 
concerned, that is not the same as saying that any personality is suitable for teaching. It is also 
open to question how far anyone enacts his/her genuine personality in the classroom. There is 
an element of role play in teaching and the person who appears in the classroom is based on a 
true character, but perhaps with certain traits deliberately foregrounded and others temporarily 
concealed. In other words, teachers perform an identity in the classroom.

Establishing and maintaining rapport

Rapport is about establishing a warm working relationship, but are warm teacher–student rela-
tionships regarded as necessary in social contexts where teachers are seen as figures of authority? 
Being a figure of authority and having a good rapport with the class are not mutually exclusive, 
of course, but the two qualities may conflict.

A learner-centred approach

There are huge educational assumptions underpinning this principle, which may well conflict 
with local educational traditions where the teacher-fronted classroom is the norm.

Eliciting

Trying to draw contributions from learners is a core learner-centred technique in communica-
tive language teaching, and a staple on pre-service teacher training courses such as the Cam-
bridge CELTA, but it is not obvious that it is a core technique in contexts with large classes and 
a teacher-centred tradition.

Permitting emotion

This principle fits well with an affective, humanistic approach, but would be entirely inappropri-
ate in many settings.

Other techniques

The following cluster of techniques and principles listed by Scrivener (2012) also implies a com-
municative approach to teaching in a learner-centred classroom: encouraging students to speak; 
making pairs and groups; encouraging quieter learners to speak in pairs and groups; encouraging 
students to use English; justifying pair and group work to students.

These remarks are in no sense a criticism of Scrivener’s (2012) classroom management top-
ics – they simply serve to reinforce the idea that it is difficult to talk about classroom manage-
ment without implying certain pedagogic values.

Classroom management styles

We have thus far portrayed conceptions of classroom management as lying on a continuum run-
ning from narrow to broad. In terms of classroom management style, it has also been conceived 
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as lying on a continuum, in this case running from non-interventionist to interventionist with an 
interactive style between these two poles. As described by Aliakbari and Heidarzadi (2015), inter-
ventionists are the most directive and much concerned with discipline, while non-interventionists 
are the least directive and least concerned with discipline. In between, we find the interactionists. 
The style of the interactionists is described by Djigic and Stojiljkovic (2011: 827):

[The] Teacher who practices interactionist style encourages interaction and cooperation 
into the classroom, respects student’s personality, appreciates the initiatives, interests and 
needs of students, uses teaching methods and materials that obtain full activity of the whole 
class during the lessons, designs activities well focused to learning goals, implement[s] pro-
cedures to build positive discipline based on self-control and responsibility of students.

Two other categorisations of classroom management techniques and qualities are summa-
rised by Djigic and Stojiljkovic (2011). Watkins and Wagner (2000) described two categories of 
CM: integrative behaviour and directive behaviour. Integrative behaviour involves motivating 
the class to work towards common goals and ensuring that each member of the class has a stake 
in these goals. Directive behaviour involves techniques to conduct the learning activities which 
will lead to these goals. Four categories of CM are described by Bru, Stephens and Torsheim 
(2002: 1) providing academic support, 2) providing emotional support, 3) careful and simultane-
ous monitoring of the entire class, and 4) conflict management.

Inventories of CM

CM has been broken down even further into inventories of classroom actions. Two examples of this 
kind of inventory are The Attitudes & Beliefs on Classroom Control Inventory (ABCC) (Martin et al., 
2007–2008) and The Preferred Teacher’s Management Styles Survey (Fowler and Saraplia, 2010). The 
ABCC was originally divided into three domains: instructional management, people management, 
and behaviour management. These domains are described thus (Martin et al., 2007–2008: 11):

Dimension one, instructional management, includes aspects such as overseeing seatwork, 
organizing daily routines, and distributing materials. The people management dimension 
pertains to what teachers believe about students as persons and what teachers do to develop 
the teacher-student relationship. Although similar to discipline, the behavior management 
dimension is different in that it focuses on pre-planned efforts to prevent misbehavior 
rather than the teacher’s response to it.

However, on later reflection, Martin et al. (2007–2008) felt it was actually possible to collapse 
people management and behaviour management into one domain.

While there is quite an emphasis on behaviour management and discipline in both these 
inventories, it is striking that there are only three or four criteria in common, further evidence 
that views of what constitutes CM differ.

The ‘trainability’ of CM

The way we conceive CM must have a strong effect on how far we consider it is trainable. If, for 
example, we see personality as an important aspect of CM, we would presumably not see this 
aspect as trainable. A consideration of the literature has taken us in some respects well beyond 
a mechanistic view of classroom management. We can go even further: Marzano and Marzano 
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(2003: 6) describe teacher–student relationships as ‘the keystone for all other aspects of classroom 
management’. It is, in other words, the affective which underpins the effective. For his part, 
Lutzker (2012), takes us about as far away from a mechanistic view of teaching as it is possible 
to get with his claim that teaching should be seen as an art form. The justification for this claim 
is that teachers’ ability to take appropriate actions as classroom events unfold can reach the level 
of ‘grace’ if guided by a kind of informed intuition:

The shifting, unpredictable dynamics of a classroom situation and the requisite abilities to 
make immediate and appropriate choices in such a manner that ‘grace’ in teaching can be 
achieved are invariably dependent on the human capacity for intuition.

It is intriguing that, in pursuit of this notion of ‘grace’ in teaching, the teacher development 
courses Lutzker (2012) describes require participants at a given point to improvise on stage 
armed only with a few simple props: a compulsory clown’s red nose, a chair and a blanket. The 
effects of this novel form of teacher development are summarised by Lutzker (2012: 55) thus:

The themes that consistently reappear are a heightened receptivity to the moment, a feel-
ing of flow, new dimensions of contact with others, an acceptance of one’s self, and a deep 
feeling of openness and liberation. Despite the fleeting and ephemeral qualities of such 
moments, participants were generally able to articulate what they had experienced.

While Lutzker speaks of ‘grace’, Atkinson and Claxton (2000) stress the important role of intui-
tion in the classroom. Intuition in this context is defined by Claxton (2000: 49) as ‘a loose-knit 
family of “ways of knowing” which are less articulate and explicit than normal reasoning and 
discourse’. Such intuition can, Claxton (2000: 50) argues, be developed through ‘explicit teach-
ing and modelling’, but it is certainly one of the more intangible teaching qualities.

In terms of the trainability of CM, it seems reasonable to assume that concise and clear word-
ing of instructions can be trained – we have certainly found this to be the case in our own expe-
rience of pre-service training. Similarly, adjusting the layout of the room for specific activities is 
little more than commonsense allied to a little experience. However, the clearest of instructions 
will be of no value if nobody is listening, and the optimum layout will not help if the learners 
are not engaged by the activity. A prerequisite for giving effective instructions is the ability to 
command attention, which in turn depends on the intangible, and probably less trainable, qual-
ity of classroom presence. Advice can, of course, be given about position in the classroom, voice 
projection and even posture, but there is certainly an argument that classroom presence is more 
than the sum of the parts. The question arises as to whether the X factor of classroom presence 
is trainable and, if it is, whether teacher educators are the best people to train it. In one or two 
cases in our experience of pre-service training we did not know how to help the teacher to 
develop the elusive quality of classroom presence and wondered whether a drama coach might 
have been better suited to the task.

The teacher also has to motivate the learners. Again, certain tips can be given e.g. use praise 
and encouragement; set manageable goals; personalise activities, but the ability to communicate 
commitment to and belief in what you are doing is a vital but perhaps less ‘trainable’ aspect of 
motivating learners. Closely related to the ability to motivate is the ability to establish rapport. 
We have found ourselves giving advice to teachers, particularly on pre-service teaching courses, 
on the following lines: make eye contact; smile; use learners’ names; talk to the learners before 
the lesson. Such advice, we think, should lead to a reasonable working relationship between the 
teacher and the learners, provided, of course, that the learners understand and see the value of 
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what they are learning. Will it, however, lead to a productive rapport where learners feel confident 
to take risks, to ask questions and to use the L2 in personal ways?

Our research

As we have seen, CM is a difficult construct to pin down, and its scope varies widely in the 
teacher education literature. But how is it seen by practising teachers and teacher trainers? To 
answer these questions, we examined a selection of teaching practice (TP) feedback sheets from 
pre-service (CELTA) and in-service (Delta) teacher training courses and also carried out a 
small-scale survey of practising teachers.

Teacher survey

Our survey aimed to find out what core skills teachers associated with CM and which CM skills 
they believed to be trainable. We compiled a list of 12 potential CM skills/ techniques, based on 
our experience of teaching, teacher training and the literature sources cited above. The link to 
our online survey was emailed to a range of (mostly experienced) teachers and teacher trainers 
in our professional networks. It asked participants to rank each skill or technique on a scale of 1 
to 5 in terms of a) ‘coreness’ as a CM skill, and b) trainability, and to answer a small number of 
open questions in relation to:

• other skills or abilities included in the area of classroom management;
• the most important things participants learned about classroom management from their 

training and their experience;
• how far classroom management is influenced by a teacher’s attitudes and beliefs.

We received 45 responses to our survey. We ranked the potential skills according to how core 
they were in the eyes of our participants. We imposed a 60 per cent cut-off point for our criteria: 
if more than 60 per cent of participants gave the skill a 4 or 5, it was considered core, or train-
able. This cut-off point is, of course, arbitrary, but it seemed a sensible place to draw the line and 
enabled us to draw some tentative conclusions.

TP feedback sheets

The feedback sheets we had at our disposal were too numerous for us to analyse in detail in the 
time available; another problem was that many of these feedback sheets had been written by a 
small number of teacher trainers at one centre. Since we wanted to include feedback on a variety 
of trainees of varying abilities and at different stages in their teaching careers, at different centres, 
and written by a different teacher trainers, we used a purposive sampling technique (Cohen et 
al, 2000). This meant in practice that we looked at the selection of feedback sheets available to us 
and, using our experience and knowledge of the trainees, trainers and centres, selected feedback 
sheets representing as much variety as possible. We also deliberately chose feedback sheets from 
different stages of courses. We decided to concentrate on the summary section of the feedback 
sheets only, to avoid repetition and to focus on the areas prioritised by trainers.

Our purposive sampling resulted in a selection of 11 CELTA and 11 Delta feedback sheets; 
we coded the data in our feedback sheets against the 12 potential CM skills/techniques from 
our questionnaire and counted the number of comments related to each skill/technique. We also 
looked at the comments from a qualitative point of view.
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The ability to set up pair/groupwork

There is a near unanimous verdict that the ability to set up pair and group work is a core CM 
skill. What is interesting here is that one of the more methodologically loaded criteria, which 
seems to indicate a commitment to CLT, is seen as central by so many respondents. There is an 
unspoken assumption that pair and groupwork have an important role in the classroom. This 
probably reflects a strong but tacit privileging of CLT on CELTA and Delta courses and among 
our respondents, many of whom may have trained as teachers on such courses.

There were few specific comments in the qualitative data referring to setting up pair and 
groupwork, but it is no surprise that there are many comments which relate to giving instructions 

There was clearly some overlap between some of our categories, for example, adopting dif-
ferent roles includes some of the other skills; for example, error correction overlaps with making 
on the spot decisions.

We inevitably had to make decisions about how broadly to interpret our categories before 
coding the data, and in some cases took a broad view. For example, we included comments 
regarding engaging students, personalisation and motivation in the ‘rapport’ category.

Results and discussion

Due to our small data sample, our results cannot be taken as conclusive or generalisable, but 
they raise a number of issues for teacher training/education, and highlight the need for future 
research in this area.

Table 21.1 presents our 12 potential CM skills/techniques, ranked according to their ‘core-
ness’, and presents the data related to each one. In column 1, percentages given are for the num-
ber of respondents who considered the skill/technnique to be a core aspect of CM. In column 
2, percentages are given for the number of respondents who considered the skill/technique to 
be trainable. Column 3 gives the number of comments related to this skill/technique in the 
CELTA feedback sheets we sampled. Column 4 gives the number of comments related to this 
skill/technique on Delta feedback sheets.

Table 21.1 Twelve potential CM skills/techniques

Skill/ technique % 
core

% 
trainable

CELTA
‘mentions’

Delta
‘mentions’

The ability to set up pair/groupwork 93 84 24 4
Monitoring activities effectively 91 64 9 1
The ability to keep discipline 87 38 3 1
The ability to establish rapport 87 51 9 8
The ability to make on the spot decisions in response to 

classroom events
85 18 6 11

The ability to elicit responses from the learners 80 68 11 2
An effective classroom presence/ teacher persona 71 18 7 1
Arrangement of physical features of the classroom 67 80 5 2
Giving praise and encouragement 67 58 0 1
The ability to adopt different roles in the classroom 65 18 3 0
Effective use of the whiteboard 51 87 6 1
Range of correction techniques 37 80 3 1
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(which we included in our coding of this category) in CELTA feedback. As exemplified in the 
sample of CELTA and Delta feedback comments below, trainees are often encouraged to sim-
plify instructions and to use instruction checking questions (ICQs).

CELTA

• Use ICQs for simpler tasks and do examples for more complex ones
• You need to plan and script instructions for TP2…
• Slow down a little and try to use fewer words in your instructions

Delta

• Elicit examples and demonstrate activities, rather than wordy explanations (though you got 
better with this as the lesson progressed)

As this CM skill is seen as central, it is fortunate that the vast majority of respondents regard 
it as trainable, as indeed it has proven to be in our experience.

Monitoring activities effectively

Given the importance attached to pair and groupwork, it is to be expected that monitoring is 
regarded as a core CM skill. However, there is less certainty about whether it is trainable. As 
monitoring is a multi-purpose technique, it may well be that some aspects of it are seen as train-
able while others are not. Monitoring to make sure learners are on task, for example, is fairly 
straightforward. Monitoring to make a note of errors or good examples of language use, how-
ever, requires ‘on the spot’ decision making, often involving a very good feel for both the level 
of the class and the individual learner. It is interesting in this respect that one respondent noted 
that she had learned from her CELTA course, ‘To consider the purpose of classroom monitor-
ing (why am I monitoring here, why am I putting them in pairs, etc)’. The two comments 
below from CELTA feedback involve both these aspects of monitoring: the simple procedure 
of confirming learners are doing what they are supposed to do and the more complex skill of 
differentiation in support and feedback:

• Sweep and zoom … do a quick ‘sweep’ first so you can be sure the ss have understood what 
to do.

• Your monitoring was good and you gave different help as ss needed it.

The ability to keep discipline

The ability to keep discipline would probably be rated as the core skill in some contexts e.g. 
teaching boisterous teenagers in a summer school, but even though most of our respondents 
taught adults it was still regarded as a key skill and drew a number of specific comments from 
respondents. One respondent, for example, commented that one of the most important things 
she had learned about CM from experience was, ‘Maybe managing student interactions and 
behaviour – not letting a confident/able student dominate/making sure students are engaged 
and able/encouraged to contribute (not on phones)’. Another respondent stressed the need for 
teachers to have a conscious policy with regard to discipline:
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‘If dealing with students who are disruptive in class, it’s important to have strategies in place 
to deal with different situations that might arise rather than just leaving this to chance’. There 
were very few comments in CELTA/Delta feedback relating to this issue, probably because the 
comments were made in an adult learning context.

There is a clear mismatch between perceived importance and perceived trainability for this 
facet of CM, although some respondents’ comments could be interpreted as advice:

• Not applicable in many EFL contexts, but disciplinary/penalty system may be appropriate 
in a young learner context.

• To be firm but fair and allow follow through whether it’s a promise or a threat/sanction.
• That the students don’t have to ‘like’ you and it’s okay to tell a student who is doing some-

thing that is not good for their/other students learning to stop it.
• I have learned the value of routines!

The ability to establish rapport

There is a very clear consensus that rapport is at the core of CM. A number of respondents stress 
the centrality of rapport to CM, as exemplified below:

• In some ways, I think a good rapport with the students is the key to good classroom man-
agement. If you have a good relationship with your students, they are more invested in the 
course and in the activities you are asking them to do.

• establishing rapport has by far been the most effective way for me to keep students both 
interested and working.

It was noticeable that respondents saw rapport not simply as a teacher–learner relationship 
but as vital among the whole class as part of group dynamics:

• managing classroom dynamics ... rapport between learners as opposed to building rapport 
with the teacher.

Another respondent drew attention to how complex the skill of developing constructive 
group dynamics can be, stressing the need to be ‘a kind of UN mediator at times, especially in 
mixed nationality groups. Deflecting potential conflicts and engendering or creating an atmos-
phere of mutual respect and intercultural understanding and interest in class’.

Comments from CELTA and Delta feedback seem to reflect the fact that there are narrow 
and broad views of rapport. In the CELTA comments there are references to making small talk, 
personalisation, smiling, use of names and showing interest in the learners – aspects of rapport 
which all presuppose an informal relationship with learners. The Delta feedback comments 
below seem to reflect this broader view of rapport with references to inclusion and engagement 
of both groups and individuals.

• Rapport and inclusion of all the ss (strength)
• Responding effectively to learner contributions and showing a real interest in them.
• Full engagement of the learners … both as a group and individually.

It is open to question whether these aspects would be feasible or desirable in cultural con-
texts where a certain distance is to be expected between the teacher and the learners. Class size 
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might also have an impact on whether this informal kind of rapport can be achieved. That is not 
to say that a good rapport is impossible in such cases, but it may be different in kind and revolve 
more around motivation and mutual respect.

The rating for trainability (51 per cent) probably reflects that surface aspects of rapport are 
trainable e.g. use of names and smiling. Smiling sincerely and showing a genuine interest in 
learners are, however, obviously less trainable.

The ability to make on the spot decisions in response to classroom events

It is perhaps surprising, but also encouraging, to see this skill rated so highly as a key aspect of 
CM, as it is quite a sophisticated skill reflected in the fact there are more feedback comments at 
Delta level (where it is assessed explicitly) than CELTA level. The importance of developing the 
skill of responding flexibly in the classroom was noted by four respondents:

• Timing and pace are important aspects of classroom management – knowing when to stop 
an activity and when to keep it going.

• The ability to adapt. You might have planned a lesson, come in and the students just aren’t 
in the right mood for that, and you have to change the way you’re going to do things.

• The ability to deal with issues as they arise. Responding to learners’ needs.
• Reacting to things as they arise – being flexible.

Many of the comments in CELTA and Delta feedback relate to adapting the plan and 
‘upgrading language’ i.e. pushing learners to improve their output.

CELTA

• The main issue with the lesson was that there was not quite enough material to keep the 
faster ss purposefully busy, so think about how you could have extended the activities for 
them.

Delta

• Allow for more time to exploit learner output to further learning.
• Adapt the plan if required to help you implement it fully and allow more time for learner 

production and exploitation of learner output for consolidation.
• You noticed the learners’ output and used it to upgrade their language.
• You were flexible with your plan when timing became a problem.

Despite being seen overwhelming as a core CM skill, and the fact that more comments were 
made in this CM category than any other on Delta feedback sheets, however, our respondents 
did not regard this key CM skill as trainable. One has to assume, then, that it is one of those skills 
which ‘comes with experience’.

The ability to elicit responses from the learners

Elicitation is clearly seen as a central CM skill. In qualitative data, it is mentioned five times by 
respondents as a useful skill, but without any elaboration about what it entails and when it is 
useful. Elicitation was specifically mentioned 11 times in CELTA feedback. Though it appears 
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to be a core part of a teacher’s repertoire, there is arguably a danger that this technique can be 
both trained and applied indiscriminately, as illustrated in the CELTA feedback comment below 
in the phrase ‘at every opportunity’:

• Elicit even more at every opportunity rather than tell…

Respondents generally considered elicitation to be a trainable skill. As argued in the litera-
ture review, elicitation is a methodologically loaded technique as it presumes a learner-centred 
classroom rather than a teacher-fronted approach.

An effective classroom presence/teacher persona

We come here to another of the intangibles – classroom presence and persona. There is general 
agreement that is a core component of CM, and it is interesting that one respondent reported 
that she had developed the ability ‘to appear confident’. There was great uncertainty, however, 
as to whether this quality is trainable. As with other skills with rapport, it may well be that this 
uncertainty reflects the idea that some aspects are trainable while others are not. We have found 
ourselves, for example, commenting in teaching practice feedback on position, posture and 
voice projection, which would all appear to be things that can be worked on. We also referred 
above to Lutzker’s rather radical way of developing classroom presence through improvisation 
on stage. Nevertheless, respondents’ uncertainty suggests that there is an X factor beyond the 
obvious points of advice we give.

Arrangement of physical features of the classroom

This CM skill, perhaps unsurprisingly, is regarded as quite important. One respondent com-
mented on how the importance of this skill had become more apparent to her:

• I have come to realise more and more how important classroom layout and having easily 
movable furniture is. To be able to have a personalised learning environment and allow 
students their own spaces is wonderful.

It is interesting that two respondents saw the arrangement of physical features as linked with 
other classroom concerns:

• arrangement of groups and pairs according to students’ needs, personalities, behaviours and 
relationships

• So, thinking about moving people into pairs/groups as well as thinking about why and 
what they will do in those situations.

Although the arrangement of physical features is a specific Delta criterion, it drew few spe-
cific comments in either Delta or CELTA feedback. Respondents saw this as a highly trainable 
skill.

Giving praise and encouragement

While this was a category closely associated with CM, it was not seen as a highly trainable 
skill, possibly because, like rapport, it is easy to train a teacher to say ‘Well done’ for example, 
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but to give praise and encouragement with conviction and in response to an individual stu-
dent’s needs requires more skill and perhaps experience. Nevertheless, we were surprised to 
find only one brief comment at Delta level and no comments at all in the CELTA feedback 
summaries.

The ability to adopt different roles in the classroom

Most respondents agreed that the ability to adopt different roles in the classroom was a core 
CM skill, though there was also a distinct note of uncertainty among a significant number (29 
per cent). There was little specific reference to different roles in the qualitative feedback, though 
there were two comments in response to the question about the link between attitudes/beliefs 
and classroom management.

• [classroom management] really does depend a lot on the teacher’s belief of their role in the 
classroom and that of their learners

• … teachers all manage their classrooms in different ways depending on how they perceive 
their and students’ role

There were few explicit comments about teacher roles in CELTA or Delta feedback, apart 
from the following question in CELTA:

• What is your role as ss speak?

There was also a great deal of uncertainty as to whether this CM skill is trainable or not, with 
fewer than 20 per cent seeing it as definitely trainable and 56 per cent unsure.

Effective use of the whiteboard

This is another example of a CM skill which is regarded as highly trainable but not a particularly 
core skill. A number of feedback comments related to using the whiteboard for language focus 
work, for example:

• Think about how you can divide [the board] into sections, and use colour to mark stress, 
word class and so on.

• Useful vocab work … marking word classes.
• Mark the stress on the items you write on the board.

Range of correction techniques

Given that error correction is a contested area even within CLT, it is not surprising that there is 
no consensus as to whether it is a core CM skill or not. A few respondents commented that they 
had improved their error correction techniques but they did not give any further details. One 
or two tutors stressed the value of delayed error correction.

• Delayed error correction. Good.
• Allow more time for … delayed error correction.

Heather Buchanan and Ivor Timmis



Classroom management: art, craft or science?

333

Conclusion

Perhaps unsurprisingly, all but two of the categories were viewed as core CM skills, if we 
apply our 60 cut-off point. According to our data, there is no clear correlation between 
coreness and trainability, even if we take a narrow view of CM; many of the categories our 
respondents considered core were not considered trainable, for example, discipline, rapport, 
and presence/persona. However, we would argue that within each facet of CM, there may be 
aspects that are trainable (e.g. smiling, using names, making eye contact to establish rapport), 
and other more complex and less trainable aspects (e.g. responding genuinely to individual 
students, motivating students) which are linked to much wider emotional intelligence or 
interpersonal skills.

However, it is our experience that teacher trainers often shy away from tackling these less tan-
gible, more complex aspects of classroom management, perhaps because they believe themselves 
to be ill equipped to deal with them (as we did when we considered drama coaching would be 
appropriate for some of our trainees), or perhaps because they consider these personality-related 
aspects of CM to be beyond the remit of the teacher trainer, or even fixed. However, it could be 
argued that these more complex, personality related aspects actually form the basis of the more 
easily trainable aspects – the effective depending on the affective – and for this reason, it is within 
our remit as teacher trainers. As one of our respondents put it, ‘In some ways, I think a good 
rapport with the students is the key to good classroom management.’ If this is the case, then the 
basis of CM consists of the complex, personality-based aspects, and the more straightforward 
mechanical techniques need to be built on this foundation.

More research is needed to investigate the trainability of CM skills, perhaps incorporating 
the use of a broader range of techniques not traditionally associated with ELT teacher train-
ing, such as drama techniques and voice coaching. However, if we were to train these affective 
aspects explicitly, training courses might need to be adapted, and many teacher trainers might 
themselves need further training.

It is impossible to confine CM to a ‘bag of tricks’, not least because teaching is a complex 
human activity and both context and beliefs about teaching will affect a teacher’s management 
of the classroom. As one respondent put it, ‘Regardless of what a teacher learns during training, 
he/she may interpret techniques differently depending on his/her attitudes and beliefs, which 
could include replicating the environment which he/she prefers as a student.’ This has certainly 
been our experience as teacher trainers, and takes us back to the belief that CM is not, and can-
not be, a value-free activity.

While there can be no doubt that some training in basic techniques can be beneficial 
for trainees, we have to ask ourselves whether it is useful to delineate CM from other 
aspects of teaching, or if CM is really about creating an optimum (context-sensitive) learn-
ing environment/ atmosphere. One respondent said ‘the best is invisible’; our challenge as 
teacher trainers, educators and researchers is to find new ways to put the invisible under 
the spotlight.

Further reading

Evertson, C. and Winstein, C. S. (eds) (2011) Handbook of Classroom Management: Research, Practice, and Con-
temporary Issues. Abingdon: Routledge.

Lutzker, P. (2012) ‘Developing Artistry in Teaching: New Approaches to Teacher Education’. RoSE Journal, 
3(1) 52–58.

Scrivener, J. (2012) Effective Classroom Management. Cambridge: Cambridge University Press.
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Introduction

Over the past decade, research in teacher cognition has become an important agenda for sec-
ond language teacher education (Johnson, 2009a; Li, 2017). This level of interest confirms that 
the field has changed from a relatively new and undeveloped area into an important and well-
researched field of inquiry, which promotes understandings of classroom instruction, pedagogi-
cal effectiveness and teacher development (Li, 2017). In this chapter, I will provide a survey 
of the field of teacher cognition, focusing on the development of language teacher cognition 
research and approaches to the investigation of teacher cognition. I then move on to explore the 
construct of teacher expertise, drawing on theoretical and practical understanding of expert and 
novice. I will also discuss implications of teacher cognition research.

Teacher cognition research

Studying teacher cognition is important in understanding teachers’ perceptions and decisions, 
teaching and learning, the dynamics of the classroom, effective pedagogy and teacher learning. 
Research suggests that teacher cognition directly affects both teacher perceptions and judge-
ments of teaching and learning interactions in the classroom, which result in different behaviour 
in classrooms (Clark and Peterson, 1986; Clark and Yinger, 1987; Borg, 2006; Li and Walsh, 
2011). More accurately, teacher cognition heavily influences the way teachers plan their lessons, 
the decisions they make in the teaching process and what kind of learning they promote in the 
classroom (Pajares, 1992; Li, 2012). To date, discussions have appeared in the literature on the 
degree of ‘match’ between learners’ and teachers’ beliefs (e.g. Peacock, 1999; Cohen and Fass, 
2001); on beliefs about subject matters (for example grammar and grammar teaching; literacy) 
(e.g. Andrews, 2003, 2006, 2007; Svalberg and Askham, 2014); on changes in teachers’ beliefs (e.g. 
Peacock, 2001; Mattheoudakis, 2007); on the influence of beliefs on teachers’ classroom behav-
iour and the convergence of practice from beliefs (e.g. Breen et al., 2001; see Basturkmen, 2012 
for a review); and on the influence of beliefs on both pre-service and in-service teacher educa-
tion programmes (Busch, 2010). The recent development of teacher cognition research also sees  
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more interests in intercultural competence (Llurda and Lasagabaster, 2010; Young and Sachdev, 
2011) and technology integration (e.g. Brannan and Bleistein, 2012; Li, 2014).

Clark and Peterson’s (1986) model of teacher thought process is perhaps the earliest frame-
work tapping into the nature of teacher cognition and providing an agenda in researching 
this area. The model of teacher thought and action depicts two domains that are importantly 
involved in the process of teaching, namely teachers’ thought processes, and teachers’ actions 
and their observable effects. In Clark and Peterson’s model of teachers’ thought process, there 
are three main elements, namely teachers’ planning (pre-active and post-active thoughts), teach-
ers’ interactive thoughts and decisions, and teachers’ theories and beliefs. Research has shown a 
clear distinction between teachers’ planning and teachers’ interactive thoughts and decisions; in 
other words, the differences between what teachers think/plan to do and what teachers actually 
do when they are interacting with students in class (e.g. Bailey, 1996). So from this perspective, 
teaching is an ‘improvisational performance’ (Richards, 1998: 74; Li, 2013) that requires teachers 
to make constant interactive decisions. As a result of interacting with students and assessment 
of the activities they design and materials they use with students, they adjust their teaching 
accordingly.

Woods (1996) develops a multidimensional cycle of planning and decision-making within 
teaching. He further proposes a model to signify the evolving system of beliefs, assumptions and 
knowledge (BAK) that recursively informs/is informed by the context of teaching. Unlike oth-
ers, Woods reduces the distinction between knowledge and beliefs rather than highlighting it, 
as he puts it ‘in order to take appropriate action, people need to understand; and to understand 
they need knowledge about the world and specifically about the situation they are in’ (ibid.: 59).

Borg (2006) proposes a framework of teacher cognition, how it develops and the interwoven 
and interactive relationships between cognition and teacher learning, as well as their classroom 
practices. Borg (2003: 81) terms teacher cognition the ‘unobservable cognitive dimension of 
teaching – what teachers know, believe, and think’. This framework presents a schematic con-
ceptualisation of cognition and its relationships with important factors in teachers’ lives, includ-
ing their schooling experience, their professional development, their classroom teaching and the 
specific contexts they are in, with a particular focus on the role of teacher (professional) learning 
and contextual factors in researching teacher cognition.

Approaches to the investigation of teacher cognition

Investigating cognition can be very difficult since personal theories may be subconscious so 
that teachers might be unable to articulate them. The difficulty also lies in the different under-
standings and conceptualisations of teacher cognition. As reviewed by Li (2017), a variety of 
terminologies have been used to describe teacher cognition, and therefore different methods 
were used to explore the concept, which result in different conclusions. So far, little work has 
been done to discuss methodological choices of teacher cognition research. Among the very few 
studies, Borg (2006) presents four categories of data collection: methods – self-report instru-
ments, verbal commentary, observation, and reflective writing – and provides a detailed review 
of empirical studies following those methods. Borg (2012) compared research methods adopted 
in 25 articles published in 2011 on the focus of the study, context and participants, the research 
stance, data collection and analysis. Li (2017) reviewed relevant research studies and proposed 
four main strands of research methodologies employed in researching teacher cognition.

The cognitive approach is closely linked to a cognitive perspective on teacher cognition 
viewing the construct as fixed, prior-defined assumptions held by the teacher. Cross-sectional 
research or tests are often used to discover teachers’ assumptions, beliefs and perceptions. The 
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underlying position of such an approach is that teacher cognition is stable, fixed, and can be 
described or elicited by self-report instruments. This approach also indicates that beliefs or 
assumptions held by the teacher might be contradictory, therefore the motive of conducting 
research could be fixing teachers’ understanding or illuminating misconceptions. Cross-sectional 
research often adopts Likert-scale questionnaires, like BALLI (Horwitz, 1985), the Beliefs Inven-
tory (Johnson, 1992), or a scenario-based questionnaire (e.g. Borg, 2006), or tests to investigate 
teachers’ knowledge (e.g. Andrews, 1999, 2003; Andrews and McNeil, 2005). Although in some 
research, qualitative methods such as interviews and diaries are used, it is very often used to 
explain the reasons for discrepancies and mismatch.

In recognition of the influence of contextual factors on teachers’ beliefs, the contextual 
approach has become more popular in contemporary research. It adopts different methods of 
data collection including ethnographic classroom observations, diaries, discourse analysis and 
naturalistic interviews (see Bernat and Gvozdenko, 2005 for further discussion). Case study 
is the most frequently used methodology to explain ‘why’ and ‘how’ questions in researching 
teacher cognition. Despite the different methodological choices, many studies in this tradition 
still focus on exploring the differences between teachers’ conceptions and their practice, with a 
particular emphasis on explaining why and how they differ. Farrell and Lim (2005) investigated 
and compared the beliefs with actual classroom practices of two experienced English teachers 
with regards to grammar teaching in a primary school in Singapore, using interviews, observa-
tion and students’ written work. In both cases, they found that strong beliefs were held about 
the importance of grammar regarding writing, and also for both speech and listening com-
prehension. Li and Walsh (2011) compared the beliefs and classroom practices of a novice and 
an experienced teacher, using interviews and classroom interaction. Their study suggests that 
teachers’ beliefs and their classroom practices exist in a complex and complicated relationship, a 
‘symbiotic relationship’: beliefs both shape and are shaped by ensuing interactions.

Influenced by interactionist perspectives and discursive psychological views of cognition, 
ethnomethodology, including interactional analysis and CA are sometimes used. There are a few 
studies on teacher cognition investigating the concept through the lens of classroom interaction 
(e.g. Li and Walsh, 2011; Li, 2012; Li, 2017), adopting a broadly discourse analytic perspective. 
The discourse approach brings ‘interaction’ to the centre of teachers’ professional lives and views 
teacher cognition as a context-specific and public-displayed understanding. Li and Walsh (2011) 
have argued the case for interactional analysis in researching teacher cognition. They claim:

Teachers’ stated beliefs (from the interview data) and their interactions with students (from 
the classroom observation data) were compared as a means of gaining insights into the 
complex relationship between what teachers report as belief and their interactions while 
teaching. Put differently, this procedure allowed us to compare what teachers say they do 
while teaching with what they actually do as evidenced in their interactions. The proce-
dures used in this study also provided us with an opportunity to reflect on the extent to 
which classroom interaction data can enhance understandings of teachers’ beliefs.

(2011: 44–45)

Discursive psychology also uses conversation analysis to understand how, why and where eve-
ryday talk mobilises psychological concepts (memory, cognition, attitudes, affect, beliefs, iden-
tity, conception and motivation). In researching teacher cognition, Morton (2012) showed the 
participant teacher did not have the pre-existing belief that her students had ‘misconceptions’ 
but she produced and established this belief as the result of interaction with the researcher who 
was doing quite a lot of work in ‘pressing’ her. The analysis showed that this kind of belief or 
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conception of students’ conceptual status can be specified or partially re-specified as socio-
interactive and discursive. Morton thus argues for the importance of raising teachers’ awareness 
of the impact of their uses of classroom talk, ‘from the broader level of a communicative approach 
to the more micro “action” level of specific interventions in teaching’ (2012: 109). Li (2017) con-
ceptualises teacher cognition as fluid and changing, which she terms cognition-in-interaction. It 
is a special kind of psychological reality – not the one defined by the mental state or process, but 
by the participants orienting practically in an ongoing interaction. Using conversation analysis, 
she shows how teachers display their understandings and conceptions during ongoing interac-
tion with the people around them.

Having provided an overview of teacher cognition research, I will now focus on one aspect 
of teacher cognition, teacher expertise, for an in-depth treatment.

Teacher expertise

In recent years, teacher expertise has become an important agenda of teacher cognition research 
(Li, 2017). Expertise, according to Dreyfus and Dreyfus, is the ability of ‘knowing how’ to use 
knowledge one has to deal with cognitively demanding problems rather than ‘knowing that’ 
knowledge in de-contextualised situations (1986: 4). Understanding expertise has potential for 
teacher learning and development. In the literature on expertise, the most commonly associ-
ated topic is the study of experts. Tsui suggests that experts in their profession should possess 
certain qualities, such as ‘being very knowledgeable in their field; being able to engage in skilful 
practices and being able to make accurate diagnoses, insightful analyses, and the right decisions, 
often within a very short period of time’ (2003: 1).

As far as teacher expertise is concerned, research has differentiated experts from novices in 
task performance: novice teachers tend to follow context-free rules (Berliner, 1994), have dif-
ficulty in addressing issues emerging from interaction (Westerman, 1991), and have difficulties 
in bringing together theories and contemporary methodology in teaching (Tochon and Munby, 
1993). In practice, novice teachers tend to deal with problems from a more superficial, short-
term perspective, focusing on the ‘here and now’, while expert teachers are able to connect the 
problem at hand to a long-term goal and deal with it at a deeper level, bring learning theories 
to bear on their teaching, and are able to handle curricula demands (e.g. tests) (Li, 2013).

In order to understand the concept of expertise, the first step perhaps is to identity what 
expert teachers’ attributes are and what those of novice teachers look like. Identifying novice 
and expert teachers is problematic as there is no reliable way of distinguishing them, and previ-
ous research has adopted different criteria to identify expert teachers. Work experience has been 
used to distinguish expert from novice. For example Gatbonton (2008) suggests that experi-
enced teachers are those who have at least four to five years’ work experience and novice teach-
ers ‘are those who are still undergoing training, who have just completed their training, or who 
have just commenced teaching and still have very little (e.g. fewer than two years) experience 
behind them’ (ibid.: 162). Tsui (2003) used a combination of criteria which included experi-
ence, reputation, recommendation and classroom observation. In some cases, expert teachers 
were identified by educational authorities as well as by using additional criteria, such as student 
achievement, supervisor and peer nomination and recognition (e.g. Li, 2013). Li (2017) used 
similar criteria to differentiate expert and novice teachers in order to classify expertise. She 
argues that it is more meaningful and important to study how expertise is displayed in a situation 
rather than considering what expertise is in an abstract manner. Because of the close relation-
ship between expertise and a particular situation, it is more appropriate to talk about distributed 
expertise as teachers engage in the interactions with the context (including colleagues, students 
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and materials) to appropriate their knowledge and to apply their knowledge in different situa-
tions (Tsui, 2003). Equally, an expert teacher does not have expertise in every aspect of teaching 
and learning. For example, a novice teacher could have expertise in certain areas while remain-
ing novice in most aspects of teaching (e.g. Tsui, 2003), and equally expert teachers could be a 
novice in an unfamiliar situation and become ‘temporary novices’ (Rich, 1993: 139).

The ability to manage classroom interaction and engaging students is termed Classroom 
Interactional Competence (CIC) (Walsh, 2011). Walsh argues that the construct CIC is vitally 
important for teaching and learning, telling us ‘[I]t puts interaction firmly at the centre of 
teaching and learning and argues that by improving their CIC, both teachers and learners will 
immediately improve learning and opportunities for learning’ (2011: 158). There is a clear need 
to develop teachers’ interactional competence to enable learners to participate and contribute 
to the class. In order to do that, teachers need to understand the role of classroom interaction 
in learning, and also develop their CIC in facilitating a learner-centred approach. In what fol-
lows, I will explain and explore distributed and multiple expertise in CIC using the principles 
of conversation analysis (see p. 235 in this volume for transcription conventions).

Extract 22.1 is an example where a novice teacher demonstrates expertise, in particular in the 
aspect of classroom interactional competence. This is from a relatively young teacher’s classroom. 
She has been teaching these students for over a year and is considered by students as a good 
teacher. Although she is still at her ‘launching’ stage as a teacher, she demonstrates expertise in 
getting students involved and co-constructing ideas with her through the interactional work 
she does.

Extract 22.1

1 T: em would you like to give some comments?
2 (4.0) and do you still remember the topic
3 (2.0) of her speech=
4 SS: =((2.0 unintelligible))
5 T: em would you like to give some comments
6 (3.0) ok in another word which sentence or
7 which expressions you remember=
8 SS: =tomorrow is another day what we can do is
9 just to embrace this sunshine=

10 T: =what else? What else? What else! ...
11 S1: em I realize that er like during er (2.1) I
12 used to I used to say that a lot em
13 tomorrow is [another day]
14 SS: [((laughing))]
15 S1: now I realize em after that I realize its
16 like that tomorrow is another day all I
17 can do is to enjoy today’s sunshine (1.3) I
18 realize that em (1.1) I realize that
19 yesterday is history tomorrow is history
20 and er today is gift er…you never
21 know what’s happening tomorrow er what’s
22 happened is accepted all we can do is try
23 to enjoy ourselves right now
24 and er try to treasure yourself and er all
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25 you doing er I mean to enjoy yourself=
26 T: =to enjoy yourself=
27 S1: =yeah to enjoy yourself=
28 T: =today and tomorrow (1.1) ok I don’t I don’t
29 know whether you know the sentence in a
30 famous movie called…
31 SS: ((2.0 unintelligible))
32 T: ah no forest gum (1.0) [forest gum]
33 SS: [forest gum] life is
34 a box of chocolate=
35 T: =yes this is a very famous saying life is
36 a box of chocolate you never know which
37 one you will get but um whatever an-whichever
38 you will get I think you have to
39 love it you have to treasure it and try to
40 appreciate it right? ok and in her speech
41 one sentence er um left me a lot of
42 impression that (1.1) nowadays people are
43 chasing money :: fa :: me status um but people
44 forget their (2.1) health and their families

Li (2017) suggests that there is a strong link between classroom interactional competence and 
expertise. As shown in the extract, the teacher makes a great effort to involve students in the 
classroom by inviting contributions in lines 1, 5, 10 (would you like to give some comments/would 
you like to give some comments/What else? What else? What else!). These referential questions enable 
learner contributions as the focus is placed on personal meaning and opinions rather than 
testing memorisation. Alongside the two attempts for contribution invitation, extended pauses 
(lines 1 and 5) are evidently aimed at allowing students to reflect and construct ideas, maybe to 
rehearse the utterance before they speak publicly (Li, 2011). It is these attempts and space that 
the teacher creates that facilitate students’ engagement with the topic. For example, when the 
teacher pushes hard in line 10 to elicit responses, S1 makes an attempt to express her opinion 
(line 11). The conversation between the teacher and S1 interests other students (as listeners), 
which is evident in line 14, when S1 repeats probably the most memorable sentence the speaker 
said in her speech tomorrow is another day. It is this non-verbal turn (line 14) that suggests learner 
participation and the skill of information collection and comprehension. In line 26, the teacher’s 
echo summarizes and confirms the learner’s contribution, and in lines 28–30 the teacher goes 
further to develop the topic by inviting students to make a link to a film.

These turn exchanges between the teacher and this student created an environment in which 
students may feel comfortable to share their ideas as the question posed did not seek any ‘right’ 
answers. This is also evident by the following statement the teacher made I don’t I don’t know 
whether you know the sentence in a famous movie called… As shown in data, as soon as the teacher 
suggested the name of the film, all students joined in with the famous line life is a box of chocolate 
(lines 33–34). The teacher, however, does not have any intention to let students elaborate the 
idea of life is a box of chocolate but took an extended turn (line 35–44). At face value, the teacher 
is trying to ‘close down’ the opportunity for learner contribution. However, if we consider the 
pedagogical goal of that moment, the teacher’s intention is to draw students’ attention to that 
day’s topic: health. Again, it is the pedagogical goal and objectives that direct the conversation 
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between the teacher and learners. So in this extract, the novice teacher displays her expertise in 
interactional competence and pedagogical competence.

Extract 22.2 is from another novice teacher’s classroom, who has been teaching the students 
for two years. In this class, he is discussing some scientific facts about the moon with his students 
and one task is to ask students to judge whether the statements he provides are true or false. 
The teacher demonstrates expertise in subject and pedagogical knowledge and classroom inter-
actional competence. Here, although the focus of the task is to comprehend the text and make 
judgements about statements, the teacher shows that his choice of topic focused more on using 
English as a medium to talk about other concepts, rather than learning English as a stand-alone 
subject through memorising vocabulary and grammar rules. His understanding suggests that he 
has an integrated knowledge of subject and appropriate pedagogical knowledge by designing an 
activity which involves students to use different subject knowledge in language acquisition and 
thinking possibilities and reason one’s decision.

Extract 22.2

1 T: a sunny day on the moon could kill you but
2 you can survive in the night
3 SS: (1.0) false /false/false
4 ((6.0 unintelligible))
5 T: er (2.0) NAME
6 S1: =it is false=
7 T: =it is false why? (.)
8 S1: because the temperature (1.0) on the moon is
9 very cold in the night (.) and you cannot

10 survive=
11 T: =that means the temperature on the moon
12 is=
13 S1: =can change=
14 T: =yes is changeable right? (.) it changes
15 greatly (2.0) I learn during the day the
16 temperature is quite high during the
17  night is pretty low right even below zero
18 below zero

As shown in Extract 22.2, the teacher demonstrates expertise in classroom interactional com-
petence in doing the task with students. In line 7, for example, after this student gave a brief 
answer it is false (line 6), the teacher confirms the student’s contribution by echoing. However, 
the teacher does not simply complete his turn but asks a further question to guide the student 
in elaborating his answer. This feedback is closely followed by another initiation to develop a 
new learning cycle – the way the teacher handles the dialogue here is an important factor pre-
venting it from becoming an IRF classroom discourse but a ‘spiral IRF’ (Panselinas and Komis, 
2009). Following the teacher’s cue, the student provides justification for his answer (lines 8–10). 
To help the student to make the point the temperature on the moon is changeable, the teacher takes 
a turn, where both of them are co-constructing the meaning (lines 11–13). It is important to 
note that the teacher uses different interactional strategies to close the conversation: summaris-
ing and highlighting the point made. This summary and emphasis makes the whole conversation 
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meaningful and relevant to the whole class. As shown in the data, the teacher-learner echo 
here shows the teacher’s pedagogical goal of including the whole class and helping them to 
stay together (line 14). This extract shows two parallel considerations: on the one hand, the 
teacher modelled the students how they make their own judgements and suggestions by having 
information-seeking and reasoning questions; on the other hand, the teacher demonstrated how 
to direct the conversation to construct ideas by taking and giving turns.

Extract 22.3 is taken from an expert teacher’s classroom and it shows that he becomes a tem-
porary novice despite the different interactional strategies he uses. In this lesson, he is discussing 
a well-known novel with students: Diamond Necklace.

Extract 22.3

1 T: Ok I have a question why WHY ((gestures student
2 to stand)) why didn’t she Mathilde I mean have um
3 a diamond necklace (3.0)
4 S1: °because she was not rich°
5 T: it’s very important she was not rich go on
6 ((gestures for another student to stand))
7 S2: on the way [home]
8 T:  [on on] her way home did she did she
9 take part in the PArty did she take part in the

10 BALL or in the PArty (.) did she take part in the
11 ball or in the party (.) yes or no (.)
12 S2: yes ((nods))=
13 T: =so tells us tell us something about party (.) do
14 you think ↑so?
15 S2: er in the play er he:: he:: he may has pretty=
16  T: =she might have been pretty at that day um at
17 that night ok on that night and then and did she
18 have a very good time (.) did she have a very
19 good time at the party in the party ok yes ok she
20 had a very good time (.) and her husband=
21 S2: =and they have a very good time=
22 T: =they had a very good time ok sit down go on
23 that’s all go on (.)
24 S3: but on her way home=
25 T: =on her way home on THEIR way home
26 S3: oh oh oh on their way home he find the the diamond
27 necklace was not around her neck=
28 T: =good thank you

In this extract, the teacher’s becoming ‘temporary novice’ is unfolding in his interaction with 
the students. At face value, the teacher posed a referential question, which could be categorised 
as creating a context for a dialogue (lines 1–3). However, such a question only requires from stu-
dents that they retrieve information from the textbook rather than, for example, being asked to 
use their imagination or justify opinions. When a learner responded to the teacher’s question in 
line 4, it could have been treated as an opportunity to develop student reasoning or imaginative 
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skills, for example, by posing further questions that required students to reason their points or 
to imagine the character’s life. Yet, the teacher closed down this opportunity by giving feedback 
it’s very important that she is not rich (line 5) and inviting another student to answer his question 
using a gesture (line 6). This turn exchange demonstrates a typical IRF pattern and it focuses 
more on knowledge-retrieving rather than meaning construction. As the conversation carries 
on, the teacher seems to have missed another opportunity to involve students to make relevant 
contributions (lines 13–14). Here, the teacher interrupts the learner when he takes a turn to 
construct his story, by correcting grammar and providing an answer before the student attempts 
to complete the turn (lines 16–20). In this turn, the teacher seems to get in the way of student 
participation, which has a detrimental effect on meaning construction. Despite the teacher’s 
interruption, this student still completes his turn (line 21), suggesting his self-confidence and 
competence in classroom task-based interaction as an independent learner, who is willing to 
control his turn and keeps his focus on the relevant part of the task. The teacher provides feed-
back by simply correcting his grammar and commenting on his contribution that’s all, suggest-
ing a possible obstruction to learner contribution. As the dialogue goes on, the third student 
provides the ‘correct’ answer the teacher expected, as the teacher upgrades his feedback to ‘good’ 
(line 28) from not clear feedback to S1’s input and ‘that’s all’ to S2’s contribution. This illustrates 
strict boundaries given by the teacher for what is considered as a ‘correct’ answer, which might 
result in student non-participation in classrooms (Higgins et al., 2003). It’s worth noting that 
the question emphasises information-retrieving process and all the students’ contribution are 
somewhat an act of paraphrasing text from the book. This extract suggests several important 
features that is common in linguistic-focused and teacher-centred classrooms: 1) the interaction 
follows a simple IRF pattern and questions initiated by the teacher are usually to test students’ 
knowledge and memorisation of the lecture or texts; 2) the teacher provides students with cor-
rective feedback and the focus is placed on grammar or vocabulary (e.g. lines 8, 13, 22–23 and 
25); 3) the students’ turn are not necessarily brief but students are not encouraged to elaborate 
or reason their judgements; and 4) English is treated as an object rather than a tool.

Extract 22.4 is another example when a novice teacher demonstrates expertise in CIC and 
facilitates learning. In this extract, a learner’s contribution is perceived as incorrect and dispre-
ferred. Ringo (R), the teacher is teaching the student a topic on Frankenstein. The activity he 
asked students to do is a task together to answer questions pre-prepared by him.

Extract 22.4

 1. R: eh (.) come to the front and
 2.  tell us your answers ok?
 3.  (0.8)
 4.  ((students applauding))
 5.  Let’s give him another hand
 6.  ((the teacher moves away from the platform))
 7.  9 (8.0 student A is walking to the platform
 8.  while other students are applauding) 0
 9. A: Do you like sci-fi movies? (.)
10.  >yes< I like it (0.4)
11.  if you ↑do↓ which sci-fi movie is your favourite
12.  one ... My favourite sci-fi movie-s Harry Potter
13.  (3.0)
14. R: eh (.) wait a second (1.0)
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15.  ((the student is moving towards the teacher))
16.  What is sci sci-fi me↓ans?
17. A: (0.2) um (0.3)
18. R: Science↑ (.)
19. S: Fiction=
20. R: =fiction (.)so↓ when it comes to science (1.3)
21.  Does Harry Potter qualify as science fiction↓
22.  你们觉得那个哈利波特算？它有幻有幻想的部分
  (Do you think Harry Potter is? It has fantasy elements)
23.  但是它有科學的部分嗎
  (But does it have science elements?) 
24. SS: 算
  (yes)
25. R: Ok (.) you may have to rethink about the
26.  definition of sci sci-fi (.) ok? (2.0)
27.  ((Student A redirects his eye gaze towards the front))
28.  hh 其实 Harry Potter 应该比較算什嘛？(.)
  (What is Harry Potter more likely to be)
29. SS: 奇幻=
  (  fantasy)
30. R: =fanta↓sy
31. SS: ○fantasy○
32. R: Ok (.) ok (.)Good question

In this extract, Ringo invites students to come to the front to share their answers with the class. 
Here, he selects a particular student by drawing their numbers randomly. So in lines 1 to 4, he invites 
a student. Student A reads out the first question (line 9) and provides a relevant second pair part, 
an appropriate answer to the first pair part (line 10). After a brief pause, he reads out the second 
question (line 11), to which he again provides an answer (line 12). After a rather long pause, Ringo 
interrupts the student (line 14). Here the interruption suggests that Ringo treats the student’s answer 
as a ‘no-like’, dispreferred response (cf. Liddicoat, 2007: 115). Ringo then follows up with a question, 
requesting clarification from the student regarding the definition of sci-fi. The student is uncertain, 
as suggested by the hesitation mark and a pause (line 17). Ringo provides a first part as elicitation 
(line 18), as indicated by a slightly rising tone, which is followed by another student, who provides a 
relevant and correct second part (line 19). Ringo then confirms the contribution and moves on to 
challenge student A by asking a specific question about Harry Potter (line 21). Then Ringo switches 
to L1 to ask the whole class about the question (lines 22 and 23), this time rephrasing the questions 
into two parts, with the first part asking whether Harry Potter is a sci-fi movie and the second part 
pointing out that it has elements of fantasy and questioning whether it has science elements. This 
can be considered a counter-question (CQ) strategy (Markee, 1995, 2004) to regain control. This 
question generates a relevant yet incorrect answer from Ringo’s point view (line 24). Although he 
briefly acknowledges the students’ contribution, he makes a suggestion to students to think about 
the definition of sci-fi (lines 25–26). Here, we see student A redirects his gaze toward the front ‘home 
position’ (line 27) (Sacks and Schegloff, 2002) and he is ready to get on with his next question 
but perhaps waiting for further instruction from the teacher. After a longish pause, Ringo initiates 
another turn, this time hinting to students to choose between fantasy and sci-fi for Harry Potter (line 
28). Students agree that it is fantasy (line 29), which Ringo confirms (line 30) and moves on with 
the lesson (line 32).
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In this extract, an unexpected contribution emerges when a student provides a relevant but 
incorrect answer. In order to clarify what sci-fi is, Ringo interrupts the student and engages with 
the whole class to discuss whether Harry Potter is sci-fi or fantasy. For Ringo, his pedagogical aim 
here is not only getting students to participate and contribute, but he shares relevant and correct 
information. So he makes an interactive decision to clarify the dispreferred contribution from 
student A. Again, Ringo used several interactional strategies, including: interrupting (line 14), 
asking questions (lines 16, 21 and 23), making suggestions (lines 25–26) and eliciting a preferred 
answer (line 28).

Applications

Researchers in SLTE have already taken teacher cognition as a source of experientially based 
professional ‘know-how’ which serves as a focus for both initial teacher education and reflective 
practice (Freeman and Richards, 1996; Farrell, 2013). Traditionally, SLTE has been centred on 
the learning of second languages to develop competent language teachers, rather than on teach-
ers as learners of teaching (Freeman and Johnson, 1998). The focus of such an approach also 
looks at developing teachers’ content knowledge and how content is learnt. Although the theo-
retical understanding of teacher learning has recently shifted from developing language teachers’ 
knowledge, it is still clear that both teacher educators and trainee teachers focus on knowledge. 
Therefore, we see that much of the research in teacher cognition focuses on teacher knowledge, 
such as content knowledge, subject knowledge, pedagogical knowledge and personal knowl-
edge. These areas are investigated in the manner that knowledge is treated as a concrete product 
which we are able to observe and examine. However, an adequate level of knowledge does not 
guarantee good teaching practice (Bartels, 2005; Johnson, 2009b).

A related point is Kumaravadivelu’s call for more attention to the process, knowing, rather 
than the product, knowledge, in teacher education, ‘as knowing is deemed to have greater signif-
icance than knowledge’ (2012: 20). With regard to expertise, we see a close link to interactional 
competence. Specifically, teachers who demonstrate high levels of competence in interactional 
work are able to develop learning opportunities in class (see, for example, Walsh, 2002). When 
novice teachers demonstrate expertise, they do not follow rigid IRF patterns but use varied 
interactional strategies and resources. As shown in the data in this chapter, teachers who dem-
onstrate expertise use different interactional strategies, such as confirmation checks, clarification 
requests, paraphrasing, elaboration, and so on, to push and shape learners’ contributions. Clearly, 
when teachers demonstrate expertise in their teaching, they focus on learners’ reactions in 
teaching and on teaching learners how to learn.

Because classroom interaction is central in understanding teacher cognition and CIC is a key 
feature of expertise, it is important to have CIC development as a key agenda item in teacher 
education. As Walsh (2013) claims, CIC is about good decision-making, and by examining CIC 
we come closer to understanding expertise. That is, expertise is no longer an abstract concept 
but practice teachers can identify in their actual teaching through examining their classroom 
interaction. In terms of developing teacher expertise, one useful way is to engage in a close 
examination of the moment where CIC is displayed and help teachers become conscious about 
utilising the interactional strategies outlined above in achieving their pedagogical goals, creating 
space for learner participation, and shaping learning. Expertise can be conceptualised as a quality 
or as a process. It is distributed, which is displayed in the talk-in-interaction. It is also multiple, 
which means it is not a certain characteristic which only exists in expert teachers, but is an abil-
ity which both novice and expert teachers can have at a given moment. Nishimuro and Borg 
argue that critical reflection informed by propositional knowledge might promote productive 
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pedagogy (2013: 45). The critical reflection, which can be interpreted as deliberate practice, also 
contributes to developing expertise. Deliberate practice, as Ericsson et al. (1993) argued, ‘would 
allow for repeated experiences in which the individual can attend to the critical aspects of the 
situation and incrementally improve her or his performance in response to knowledge of results, 
feedback, or both from a teacher’ (p. 368). Therefore, it is within the rich experience of teaching 
that an individual can achieve expertise through purposeful and reflective engagement with the 
practice (Palmer et al., 2005).

Tsui (2003) proposes that teachers constantly construct and reconstruct their understand-
ings of their work as teachers as a result of their interactions with the people in their context 
of work. Holliday (2005: 2) notes that ‘[I]t is people, not places, who have professions, preju-
dices and cultures’, and the ideas and cultures that people bring to their interaction defines the 
nature of teaching and learning, the classroom order, the appropriate materials and language 
use in the classroom. For this reason, perhaps teacher education should place a strong emphasis 
on understanding the context and the influence of the local context on teaching practice. As 
we understand now, teachers develop their pedagogies within their professional contexts and 
through their interaction with the materials available to them, to their colleagues, to students 
and to influential parties (such as parents and school principals), and they engage in negotiation 
between macro-level educational policies and micro-level classroom realities.

Conclusion

Teacher cognition is a very important area for improving pedagogy, teacher learning and educa-
tional effectiveness. In researching teachers we must remember that teachers are active decision-
makers who make interactive decisions in their local contexts. Therefore, it is vital to consider 
their cognition-in-interaction. Teachers are more likely to develop themselves as professionals 
and facilitate learning for their students if they engage in more meaningful reflective practice, 
such as examining their own cognition through analysing their classroom interactions. What this 
chapter demonstrates is an example of analysing one’s understanding, conceptions and knowing 
in a specific situation from teachers’ perspective. Of course, we have to remember that there is 
not a true or false cognition and teachers should not try to correct their cognitions, rather, they 
should try to understand their thinking in their local context by understanding that cognition 
is fluid, developmental and context-shaping. Therefore, learning to teach or teaching to learn is 
not just about teaching techniques, but is a process of teachers developing their expertise and 
identity. It involves personal experience, subject knowledge, contextual knowledge and peda-
gogical knowledge. Professional learning therefore should be continuous, long term and situ-
ated in teachers’ practice contexts. Such learning should address the needs of teachers through 
exploring teachers’ knowing, understanding, conceptualising and stance-taking. It has become 
clear through the examples illustrated in this chapter that cognition-in-interaction could well 
be used in professional development to enable teachers to conduct guided reflective practice, 
thereby improving pedagogy.

Further reading

Gatbonton, E. (2008) ‘Looking Beyond Teachers’ Classroom Behaviour: Novice and Experienced ESL 
Teachers’ Pedagogical Knowledge’. Language Teaching Research, 12(2) 161–182.

Li, L. (2017) Social Interaction and Teacher Cognition. Edinburgh: Edinburgh University Press.
Tsui, A. B. M. (2003) Understanding Expertise in Teaching. New York: Cambridge University Press.
Tsui, A. B. M. (2005) ‘Expertise in teaching: perspectives and issues’, in Johnson, K. (ed.) Expertise in Second 
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Introduction

The need for quality teacher education and development has been at the centre of discussions 
on education in developing world countries over the last two decades (see for example Akyeam-
pong et al., 2007; UNESCO, 2005, 2013, 2015). This is because of the rising number of students 
in primary and secondary schools after the adoption of Education for All (EFA) policies in the 
1990s (UNESCO, 1990, 2000) and because of the specific challenges these countries face in 
meeting quality benchmarks that are often set by international organisations (Coleman, 2018). 
Financial constraints in sub-Saharan African (SSA) countries have meant that governments are 
unable to provide sufficient resources for the growing number of students in state sector schools. 
This growth accounts for the rising need for qualified English language teachers in order to 
bridge the gap between the demographic and socioeconomic challenges that hinder quality 
education in SSA countries. It has also been suggested (e.g., by Jagusah, 2001; Kuchah, 2008; 
Okoth, 2016) that the top-down transmission-based approaches to teacher education and pro-
fessional development often favoured by the ministries of education (MoEs) in these countries 
do not always meet the professional needs of teachers. In order to guarantee quality in-service 
training for all, English language teachers through active networks across the continent have set 
up bottom-up local initiatives wherein collaborative professional development programmes are 
designed to support teachers in contexts of constraints.

In this chapter, we focus on the organisational and pedagogical dimensions of English 
language teacher education and professional development in SSA with the aim of identify-
ing key challenges and examining ways in which such challenges could be/are being dealt 
with. Although we mainly focus on in-service teacher education initiatives, we start by 
examining the constraints of initial teacher education, particularly in relation to recruit-
ment, retention and motivation of teachers to show how this might affect their professional 
lives. Then we discuss the potential role of teacher collaborative initiatives in supporting and 
sustaining continuous professional development drawing examples from Senegal, Ethiopia 
and Cameroon.
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Initial teacher education and the quality conundrum: from 
recruitment to retention.

In this section, we examine the conditions under which teachers become professionals as well 
as those factors that might affect their commitment to and engagement with continuous profes-
sional development. Teacher quality has continued to be highlighted as an important factor in 
the attainment of quality education (Bolitho, 2016; Wright, 2010), but at the same time issues 
of teacher shortage continue to be reported, particularly in state school systems in developing 
world countries (UNESCO, 2015). Bainton et al. (2016) have suggested that rapid expansion in 
secondary education in SSA following the implementation of EFA policies has placed demands 
on teacher recruitment, education and deployment.

There is evidence (e.g., Lewin, 2007; UIS, 2006) that the number of qualified individuals 
from which to recruit secondary school teachers is small compared to the population of students 
in school. Faced with this situation, there is a growing need for teacher education programmes 
to be able to provide quality teachers capable of dealing with the challenges, which come with 
the demographic and socioeconomic constraints of the school systems. Yet ensuring teacher 
quality in SSA, is often based on several variables including entry qualification, the content 
and nature of training, teacher motivation and other socioeconomic factors (see for example, 
Akyeampong and Stephens, 2002; Kuchah, 2013; Mtika and Gates, 2011). Bainton et al. (2016: 
8) report that teacher education programmes in SSA, ‘have a reputation for accepting less well 
qualified candidates, who could not compete for entry to more attractive programmes perceived 
to lead to more profitable careers and employment’. There is no doubt therefore that school 
teachers in such contexts often have language proficiency problems, although they may be com-
petent in other subject content, and as a result, will require sustained language and pedagogic 
support throughout their careers if they choose to stay in the profession.

Even where higher entry qualifications are required such as for secondary level trainee 
teachers, there are other issues, which might affect teacher motivation and retention. Mtika 
and Gates’s (2011) study in Malawi reveals that trainee teachers join teacher education as a 
result of a failure to follow their desired career choice. In Liberia, Lockheed and Verspoor 
(1991) showed that 75 per cent of trainee teachers joined the programme because they had 
no other option. This is exacerbated by the fact that education in SSA countries is generally 
under-financed and as a result, teachers’ working conditions and salaries remain unattractive 
and teaching is perceived as a low status profession (UNESCO, 2015; Mtika and Gates, 2011). 
A possible result of this may be that more under-qualified and under-motivated people join 
the profession and in some cases, in fact, many might see teacher education as a springboard to 
a more lucrative career elsewhere (Mtika and Gates, 2011: 429) hence the high rate of teacher 
attrition observed with early career secondary school teachers (Bainton et al., 2016; Mtika 
and Gates, 2011; Mulkeen, 2010). For those teachers who are resilient to make teaching their 
career, there are other school and classroom based issues to grapple with, some of which we 
discuss below.

Context of teaching and learning

A major challenge that has been highlighted in the literature from sub-Saharan Africa (e.g., 
Focho, 2018; Komba and Nkumbi, 2008; Kuchah and Smith, 2011) is that of overcrowded 
classrooms. It has been suggested that the implementation of EFA policies such as free and com-
pulsory basic education has meant an increase in enrolment into state primary and secondary 
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schools with no concomitant increase in infrastructure (Kuchah, 2018). As a result, students in 
state primary and secondary schools in these contexts are often crammed in desks in crowded 
classrooms making it difficult for teachers to make use of recommended pedagogic practices 
such as group work, projects, differentiated learning and authentic assessment or even to pay 
attention to individual students (Focho, 2018).

Other school/classroom related constraints that have been extensively discussed in the 
literature include the lack of textbooks, lack of libraries, students’ limited exposure to English 
language usage (see for example Kuchah and Smith, 2011; Muthwii, 2001; O’Sullivan, 2006) 
as well as low teacher proficiency (Krugel and Fourie, 2014; Nel and Muller, 2010). What 
is more, while technological advancements have been shown to enhance access to quality 
language education elsewhere (e.g., Gruba et al., 2016; Tyers and Lightfoot, 2018) challenges 
such as frequent power cuts in many SSA countries reduce access to the already very limited 
and basic internet and computer services in the few schools which might have them (Focho, 
2018). As a result, a huge amount of ELT in these contexts continues to take place in situations 
that are far removed from the ideal world of pedagogical excitement and innovatory teach-
ing that western ELT researchers and practitioners present in ELT materials and handbooks 
(Maley, 2001). These situations have been conceptualised as ‘difficult’ (West, 1960; Kuchah and 
Smith, 2011; Shamim and Kuchah, 2016; Kuchah and Shamim, 2018) and the constraints they 
pose can be further compounded, particularly in resource poor environments, where teach-
ers may not have adequate English language and/or pedagogical skills (Shamim and Kuchah, 
2016: 528).

In-service teacher education and continuous professional 
development: approaches and challenges

The aforementioned classroom constraints, together with problems of teacher shortage and 
lack of motivation, tend to limit the possibilities for teachers to engage in sustained professional 
development especially where in-service education mostly rests in the hands of the Ministry 
of Education (CONAP, 2008). Shamim and Kuchah (2016) explain that in most mainstream 
educational institutions in the developing world where large classes exist, teachers and even 
educational authorities can hardly afford time for sustained professional development oppor-
tunities. This is partly because teachers tend to focus more on the daily survival issues around 
their job and can hardly afford the time, energy or motivation to engage in any professional 
development activity (Focho, 2018). Even where teachers may be able to participate in avail-
able mandatory professional education, such opportunities are rare (Focho, 2018; Tchombe, 
2010) and in some cases, some teachers might work for several years, sometimes a whole career, 
without having the opportunity to be supported by a teacher educator or pedagogic authority 
(Kuchah, 2008).

This resistance is evidenced in the policy-practice disconnections recorded in the research 
in SSA (e.g., O’Sullivan, 2006; Schlebusch and Thobedi, 2004; Weideman et al., 2003) and is 
often blamed on both the top-down transmission of, sometimes, inappropriate pedagogic ideas 
imported from otherwise privileged contexts (Rixon and Smith, 2010; Smith, 2011). The focus 
of language teacher education in SSA is still primarily on the theoretical aspects of learn-
ing, teaching and management (Bolitho, 2016) giving little room for teacher creativity, critical 
reflection and agency. It might therefore be argued that most teachers in these contexts are not 
adequately prepared to deal with the day-to-day conundrums of their classrooms such as how 
to teach and assess large, under-resourced classes, different age groups and abilities in one class 
(Samb, 2013; Smith et al., 2012).
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Bottom-up constructivist approaches to teacher education and CPD

As suggested earlier, top-down transmission-based approaches to teacher education and profes-
sional development as promoted by MoEs in SSA sometimes fail to recognise the day-to-day 
challenges that teachers face in their classrooms. As a result, despite improvements in school 
enrolment and retention since the EFA declaration (UNESCO, 1990, 2000) there are still sig-
nificant quality issues in education in SSA (UNESCO, 2015), which suggest that top-down 
transmissive initiatives to improve teacher quality might not be a viable way of promoting qual-
ity teacher development. Consequently, teachers may have to rely on alternative avenues to help 
them improve their practice and extend their professional knowledge base.

This is even more compelling in sub-Saharan Africa where governments are grappling with 
issues related to teacher recruitment and are sometimes unable to focus on the professional 
development of existing state school teachers (Bainton et al., 2016; Mtika and Gates, 2011; 
Mulkeen, 2010; UIS, 2016). As has been suggested, the strength of any educational system is to 
support and sustain teachers’ professional development, to ‘recognise the continuing needs of 
teachers as learners in a changing society and to foster practices which are responsive to the 
educational needs of all children’ (Soler et al., 2001: 50). There is now agreement in the literature 
that teacher education needs to prepare teachers to be able to foresee eventual challenges in 
classroom practice and to be imaginative and skilful in addressing these challenges (Avalos, 2000; 
Kuchah and Shamim, 2018; UNESCO, 2000). Achieving this depends on creating opportuni-
ties for teachers to share knowledge and skills in ways that are enabling, rather than threatening.

In line with the above, Johnson (2006) explains that there has been a growing departure, over 
the last few decades, from the positivistic paradigm informing the transmission of new meth-
odologies to teachers to the construction of individual knowledge through knowledge of the 
communities of practice (Wenger, 1998) but, and more importantly, the immediate social con-
text within which the individual teacher works. In other words, the tradition of handing down 
recommended ‘best’ practices to teachers is now being replaced by approaches that promote 
the social co-construction of appropriate practices between teachers. This shift is particularly 
relevant in SSA where challenges such as rising enrolments, limited resources available to teach-
ers as well as increasing demands for quality teaching are forcing teachers to rely on their own 
pragmatic responses to classroom realities, sometimes creating their own platforms for shared 
reflection on common challenges and solutions. One of such platforms is teacher associations 
(TAs) which serve as learning communities (Liebermann and Miller, 2011) where teachers can 
‘learn from each other in an environment that fosters collaboration, honest talk, and a commit-
ment to growth and development’ (ibid.: 16). The rising number of TAs in the continent now 
suggests that voluntary bottom up teacher-collaborative platforms can offer sustainable and 
durable opportunities for teachers to develop professionally.

The emergence and role of teacher network in sub-Saharan Africa

Language Teacher Associations have existed in many parts of the world for several decades, but it 
is only recently that they have become a subject of research interest. The recent publication of a 
special edition of the ELT Journal (Volume 70(2), April 2016) and an edited book dedicated to 
Language teacher associations (Elsheikh et al., 2018) show the rising role of TAs in the profes-
sional lives of teachers. This role can hardly be underestimated, particularly in contexts where 
MoEs are not sufficiently meeting the needs and aspirations of teachers.

Furthermore, the rapid spread of the English language into non-Anglophone African coun-
tries and the challenges discussed above, have led to a rise in TAs across Africa with a number of 
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cross-national collaborations, e.g., between TAs in Rwanda, Uganda, Ethiopia and Tanzania in 
East of Africa; Nigeria and Cameroon in the West; and Gabon and Cameroon in Central Africa 
during the last decade. The creation of a Pan African network of TAs – Africa TESOL – in 2016 
has since provided local TAs with an enabling environment for the pursuance of professionalism 
in language education and the sharing of research and good practice generated in contexts that 
are akin with those of its member associations (see http://africatesol.org/aboutus). Over the 
last three years, Africa TESOL has organised three annual conferences (in Sudan, Rwanda and 
Senegal) and has seen the number of affiliated national TAs rise from eight to 20, indicating a 
potential to reach out to and bring together teachers for a common purpose.

Some Africa TAs have also extended their networks beyond their sub-regions and Africa 
with 16 national TAs becoming Associates of IATEFL and 12 affiliated to TESOL International 
(this number includes eight TAs who are part of both IATEFL and TESOL). More importantly, 
collaborative endeavours within these TAs have shown that teachers can achieve a lot in terms 
of their own professional development where they can interact with each other in a non-
hierarchical, non-threatening environment (Kuchah, 2008). We now turn to local examples of 
such collaboration from three countries to show the dynamics and role of TAs and pedagogic 
cells in promoting teacher education and CPD.

Bottom-up teacher networks in Senegal

Like in other SSA countries, in-service teacher training programmes are striving to offer quality 
education to a significant number of teachers scattered in remote areas in Senegal but continu-
ing professional development still needs a more sustained support from the MoE. Because effec-
tive teacher development ‘provides a focused and grounded way for teachers to share, develop, 
and understand practice in relation to how and what their students are learning’ (Del Prete, 
2013: 14), the association of teachers of English in Senegal (ATES) and pedagogic cells represent 
the two main pathways to teacher-led professional development that ‘encourage, extend and 
structure professional dialogue’ (Cordingley et al., 2003: 2).

The role of pedagogic cells

In Senegal, pedagogic cells which were initially set up by the MoE in 1984 to guarantee teach-
ers’ professional growth ultimately became bottom-up CPD opportunities run by teachers 
themselves in order to foster a sense of ownership. Though the coordinators of these cells are 
appointed by the ministry of education, professional development programmes are designed 
by teachers of each cell, and focus on the professional needs of the group because ‘it is healthy 
for professionals to have an active role in their own development processes’ (Mann, 2005: 104). 
These include the inclusion of the information and communication technologies in low-
resource areas, issues related to the development of learners’ oral skills in large classes, and other 
pedagogy-related issues that are not well addressed in teacher-training programmes. In so doing, 
teachers are empowered to take the lead by suggesting topics of interest that are related to the 
reality of their classroom. For example, classroom observation sessions offer teachers the oppor-
tunity to be observed in their classrooms and to receive objective feedback from their peers. In 
other sessions, teachers are invited to share effective and innovative self-initiated classroom prac-
tices that were designed to overcome common challenges related to ELT in large-size classes.

Online teacher collaboration has recently been introduced in our cell with the use of blogs 
as online platforms for asynchronous interactions. Our cell blog serves as a repository for video 
presentations, which were recorded during the sessions and posted online, of useful ELT articles, 
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videos, and web links that can foster self-directed leaning skills. The use of screen-capture tools 
such as QuickTime player and Screencast-O-Matic enables tech-savvy teachers to post video 
tutorials so as to guide their peers on the use of technology tools that can foster learner auton-
omy and extend learning outside the classroom. Blogs are authoring tools that can be viewed 
on smart phones and tablets to guarantee easy access for busy teachers. The possibility to leave 
their comments creates interactions through questions and suggestions. Because teachers are not 
all intrinsically motivated to attend the pedagogic cell meetings, offering online support can 
mitigate the issue of low attendance and encourage online collaboration.

Pedagogic cells therefore provide ‘an opportunity for teachers to meet collaboratively, to 
explore new strategies and to discuss how best to adapt them to suit their own contexts’ (Cord-
ingley et al., 2005: 3). Context-sensitive issues related to the national curriculum and its delivery 
in large and low-resourced classes are addressed in order to encourage teachers to reflect on their 
practice and become agents of change in their own classrooms. These cells are also viewed as 
platforms of exchange for beginner teachers to from more experienced peers while discovering 
basic classroom practices as stated below by a former president of ATES Dakar:

I started teaching English 16 years ago without pre-service training. Attending the monthly 
meetings allowed me to learn basic things a starter teacher should know such as lesson plan-
ning, ways of teaching vocabulary, grammar, classroom management and most important 
how to foster learner collaboration through pair and group work activities. In addition, the 
positive feedback I received from senior colleagues after co- facilitating a session on com-
municative grammar during my second year permitted me to build confidence as a teacher.

Mamadou Kaly Diallo

In addition to contributing to English language teachers’ professional growth, pedagogic cells 
are believed to foster teacher collaboration through activities such as the harmonisation of les-
sons and assessments and the sharing of materials and teaching tips. Souleymane Ka, English 
language teacher in the North of Senegal shared this view:

When I joined my new school in Saint Louis, I found the most dynamic English cell that 
I have ever known. We harmonise teaching and learning at all levels. Once the cell meets 
to plan what to teach in the next four months, tasks are shared, tests scheduled, and designs 
chosen. We have a group on WhatsApp for further discussions, sharing materials or proof-
reading of our productions before they are printed.

Despite the efforts of the ministry of education to appoint coordinators, no funding is provided 
to guarantee the success of these cells. Meetings are therefore held in different schools which 
offer the needed financial and material support.

The Association of teachers of English in Senegal (ATES)

Created in 1976, ATES also creates professional development opportunities for teachers across 
the country. The association started with the Dakar branch then extended its branches to many 
areas of the country with regional chapters which independently strive to provide members 
with in-service training programmes. Samb (2013: 36) explains that ‘ATES organises its own 
annual convention and English language day (ELD) involving all decision-takers in the field 
of ELT, pulling together teachers, inspectors, teacher trainers and language experts from other 
parts of the continent’ (Samb, 2013: 36). The annual convention is a platform of exchange where 
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experienced and novice teachers share their expertise and set up new perspectives for teacher 
development. The ELD has become a popular event that enables teachers to ‘experience a vast 
range of activities and interactions that can increase their knowledge and skills, improve their 
teaching practice, and contribute to their personal, social, and emotional growth’ (Desimone, 
2011: 28). As the current president of ATES mentions:

Since 1976, ATES has been involved in teacher development and student improvement. 
Usually, the strategic plan starts in March with the ELD, English Language Day. It consists 
of four presentations under the umbrella of one theme. Each presentation is 45 minutes 
long. The second professional development activity is the National Seminar. It is organized 
in the regions and is often a workshop or based on Learning Stations. The third activity is 
the National Convention. It is the biggest event. It is based on a Keynote speech followed 
by concurrent presentations.

Mouhamadou Sadibou Diouf

In 2015, the association started the idea of ATES generated manuals or teaching materials 
which aim at enhancing learners’ basic skills and narrowing the gap between teacher-centered 
approaches and learner-centered ones. The ATES booklet entitled On The Way is a compilation 
of contextualised and well-adapted classroom activities designed by experienced teachers in col-
laboration with teacher educators and ATES members. The editorial committee of the first edi-
tion is a group of devoted teachers whose primary focus is to reach as many teachers as possible 
and help them ‘to explore their own context, construct their own knowledge and understanding 
of what takes place in their classrooms’ (Richards and Farrell, 2005: 13). While designing contex-
tualised materials, ATES encourages teachers to reflect on their own practice and to address their 
learners’ needs rather than using imported practices that do not necessarily fit their context.

The Ethiopian English Language Professionals Association (EELPA)

As was explained earlier, with the scarcity of in-service training or workshops for English lan-
guage teachers’ CPD, local TAs have become a viable network for professional growth. In this 
respect, TAs like the Ethiopian English Language Professionals Association (EELPA) play a piv-
otal role in filling such visible gaps. Though it was legally recognised in the country only since 
2012 (IATEFL, 2013), EELPA was created more than a decade ago with the aim of providing 
professional development alternatives to English language teachers through substantial support 
from British Council Ethiopia. It was pioneered by a group of English language teachers from 
different educational establishments of the capital Addis Ababa. These teachers decided to meet 
every weekend at the premises of the British Council to informally share experiences and hold 
discussions on their respective development needs as a reaction to the extreme lack of appropri-
ate professional development programmes in their schools, colleges and universities.

Through time, undertakings in the association began to grow to allow members to benefit 
not only from the experience sharing sessions but also from other renowned professionals in the 
field through training, workshops and annual conferences. Currently, members meet every fort-
night on Saturdays, to follow presentations by colleagues or invited guests mostly from the Brit-
ish Council, VSO (Voluntary Service Overseas) and many other development partners. Areas of 
discussions or presentations vary, ranging from specific classroom concerns of individual teachers 
to national level English language teaching issues, which mostly are common to all teachers.

EELPA members are mostly self-driven professionals who believe the association is the only 
source of development, which provides the opportunity to establish professional networks, 
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heighten their self-reflection and collaborative learning skill. Members like Teshale Seifesilassie 
who travels for hours to attend the association’s regular sessions every fortnight express their 
opinions on the benefits they get from EELPA.

As for me the reason why I chose to be a member of this association is just to improve 
my professional knowledge; just to grow professionally and personally. We meet some very 
good professionals here which can be a very good network.

Teshale Sefesilassie, EELPA member

Teachers develop better when they take control of their own development and they also develop 
when empowered and encouraged to take the initiative in identifying and acting on their own 
needs through their co-existence with like-minded professionals (Borg, 2015b; Farrell, 2013). 
Daniel’s testimony below reaffirms this:

Every two weeks we come to this EELPA’s session because, in this association, there is 
a very good culture of sharing. We share ideas. We share successes and failure stories and 
I learn from that and from others.

Daniel Mekonnen, EELPA member

Ethiopian English language teachers have two major problems – absence of appropriate profes-
sional development endeavour in their schools and lack of adequate proficiency level in the 
language (Mijena, 2013; Heugh et al., 2007). These two setbacks are also recognised by the 
country’s Ministry of Education (MoE, 2009; Birbiso, 2014). In this regard, EELPA has been so 
far recognised by its members for being a professional hub where these two major hindrances 
are being addressed. Abebe and Meron below respectively believe that the association is helping 
them develop their expertise in teaching the language and developing their proficiency level.

As to me before I joined EELPA, I thought I was teaching English but I wasn’t. Because 
I wasn’t updated. I was maybe lecturing the whole day. You know once I finished my teacher 
education from my university, I was not exposed to any professional development endeav-
ours like this one EELPA. So, before EELPA, I was like sitting alone with crossed legs and 
no one there to support me. But I started doing things for myself and joined this association.

Abebe Molla, EELPA member

I appreciate the fact that we use only English for communication in EELPA. You know the 
extent of how the language is never used in our environment. I think my English is improv-
ing because I get to use it regularly here.

Meron Lemma, EELPA member

Being the only bottom-up initiative in the country thus far with sizable potential but very 
minimal recognition and support from the government, the association strives to impact the 
professional lives of more English language teachers despite many constraints it encounters. 
These constraints include:

• Lack of appropriate recognition from the ministry
• Financial constraints
• Teachers’ extreme lack of interest or motivation to become members
• Frequent membership withdrawals
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As a result, it can be argued that the association has not been influential in the country’s national 
policy for English language teachers’ professional development, yet EELPA has potential to 
influence practice positively and at scale, if it can eventually reach teachers outside its present 
confines in the capital city to English teachers based in the country’s remote areas teaching in 
the most difficult circumstances.

The Cameroon English language Teachers Association (CAMELTA)

CAMELTA was created in April 2001 through the merging of local regional ELTAs in the 
country, some of which had hitherto existed for more than 20 years. Since its creation, the 
association has run more than 300 national and regional conferences for its membership of 
more than 1,500 members. More recently, CAMELTA has been involved in generating locally 
appropriate pedagogic ideas and practices through collaborative research initiatives.

The first phase of the CAMELTA research project started in August 2013 in Cameroon 
with 170 members writing down research questions they would want to investigate if they had 
the time and training to conduct research. These questions were then collated and categorised 
into research priority areas by members of the research and projects committee of the associa-
tion and formed the basis for future decisions on conference and workshop themes as well as 
research and development project orientation. One significant project informed by the research 
questions was the ‘Training of young teachers for leadership in ELT’ project which won the 
IATEFL Projects Award in 2015. With support from an external researcher (Richard Smith) the 
committee designed a three-item open-ended questionnaire aimed at collecting stories of, and 
reflections on, successful lessons as well as narratives about members’ challenges and how they 
had attempted to deal with these. In total, 504 questionnaires were returned and the responses 
as well as the initial research questions were collated and uploaded to the CAMELTA website. 
A preliminary analysis of the data revealed that despite a range of classroom challenges, teachers 
employed a variety of pragmatic strategies to motivate students and facilitate learning. Teachers’ 
accounts included diverse classroom techniques and activities for selecting materials, organising 
and managing classroom interaction and encouraging student creativity (Smith and Kuchah, 
2014; see also Ekembe, 2016 for a critical defence of the legitimisation of local pedagogies based 
on the CAMELTA research data). Further analyses of the data formed the basis for presented at 
the annual conferences in 2015 (by Kuchah) and 2016 (by Kuchah and Ekembe).

The second phase of the project started in September 2016 following the creating of a 
CAMELTA research group comprising of 34 TA members – most of whom were relatively 
novice teachers with up to five years’ teaching experience – with a common interest in col-
laborative research. Ekembe and Fonjong (2018), themselves members of the group, report that 
after the first phase of the project, teacher identity, particularly amongst early career members of 
CAMELTA was still a critical issue as teachers perceived themselves as incapable of contributing 
to the local or global discussion on ELT. The research group sought to demonstrate to teach-
ers that examples of their current practice could generate pedagogical reflections relevant both 
locally and globally. Following an initial identification and selection of research questions from 
the existing database of research questions which had been collected, categorised and prioritised 
earlier in the first phase of the project (see Smith and Kuchah, 2014), agreed on a set of thematic 
areas of mutual interest (See Ekembe and Fonjong, 2018). Over the last two years, the group 
has mainly focused on developing strategies and resources to foster learner motivation and 
have conducted a number of activities through WhatsApp, Facebook and face-to-face meetings. 
These activities have included article discussions, sharing and reflecting on stories of successful 
lessons, developing lesson plans collaboratively, collecting and analysing feedback from students, 
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peer observation and feedback, as well as collaborative action research projects with the aim of 
developing principles for good practice in context (see Ekembe and Fonjong, 2018; Kuchah 
and Smith, 2018).

For members of the research group, the experience so far has been professionally enriching 
not just for their individual professional growth, but also in terms of their self-perception as can 
be seen from the following excerpt from a participant:

Excerpt 1

I have learned a lot through this group. First of all, I have learned that as a teacher, I need 
to be reflective in order to improve on my classroom practices. Secondly, I have learned 
that through Action Research, I can become a better teacher. I have also learned to share 
my shortcomings as a teacher and have learned from other colleagues. I have become more 
confident in preparing and delivering my lessons, moving from teacher-centered lessons to 
learner-centered lessons. I have also become conscious that I could document my lessons. 
Above all, I have become a better teacher and still strive to continue to grow personally.

Besides their own professional growth, involvement in the group has also given participants the 
confidence and ability to support their peers: as can be seen from the following two excerpts 
from the WhatsApp forum:

Excerpt 2

the activities we have had so far have given me more aptitudes to analyse classroom prac-
tices and coach younger colleagues in my department.

Excerpt 3

one of the most amazing benefits to me is that through this group, I am growing profes-
sionally and I feel like I am able to improve on ELT by empowering other close colleagues.

Despite the positivity within the group, there is still a danger that the lack of an institutional rec-
ognition of, and incentive for developmental projects such as this one may eventually experience 
burn out and lose motivation especially as, because of constraints on their time due to heavy 
workloads, they mostly carry out their activities during weekends and can barely squeeze time 
between their own work to observe colleagues in other schools. Like with the two examples 
from Ethiopia and Senegal above, the need for MoEs to recognise, support and reward teacher 
development initiatives is important and can be a powerful incentive (Focho, 2018).

Consolidating and expanding networks, looking to the future

The examples of teacher-led collaborative initiatives that we have presented above are only a 
tiny representation of the many bottom-up initiatives currently going on in SSA. The excerpts 
from teachers involved in the different teacher-led initiatives described in this chapter suggest 
that TAs and other teacher led collaborative platforms have the potential to serve as learning 
communities (Liebermann and Miller, 2011) where professional knowledge and expertise is 
co-constructed by members of the community and even shared with colleagues beyond the 
immediate group. While collaborative teacher development initiatives are increasingly common 
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in a wide range of language teaching contexts (Johnson, 2009), the evidence from SSA shows 
that at least in some cases, they are the only available and/or viable means for teachers to develop 
context appropriate forms of pedagogy which respond to their specific contextual constraints. 
The examples in this chapter provide evidence that, for teachers in contexts of constraint, 
collaborative learning communities can inspire and energize and indeed constitute the most 
important factor in instituting change (Lassonde and Israel, 2009), if not directly on policy, at 
least in teachers’ classroom practices. However, for these networks to be sustainable there is need 
for a committed membership and a leadership with a vision. In this regards, the Hornby trust 
has played a significant role in providing further education for professionals from developing 
world countries, which professionals have been at the centre of collaborative initiatives in oth-
erwise under-privileged contexts. In fact a significant amount of the research that has informed 
our understanding of the important role of TAs has come to the limelight mainly through 
MA dissertations, doctoral thesis and other publications by, or including Hornby Scholars (e.g. 
Debacco, 2007; Dixit, 2007; Falcao, 2004; Gnawali, 2013; 2016; Padwad, 2016) who continue 
to play important leadership roles in their local TAs. Over the last two decades, Hornby alumni 
have had a dedicated slot on the IATEFL conference each year during which different alumni 
share developmental projects, which they have conducted with colleagues in their workplace 
or within their associations. Unfortunately, apart from individual publications in the IATEFL 
conference proceedings, there is yet no comprehensive documentation and evaluation of the 
impact of such projects over the years, which might provide more evidence of the value of col-
laborative bottom-up initiatives.

Conclusion

The challenges to the attainment of quality education in SSA are well known in the literature 
and include infrastructural, material, and human resources. In this chapter, we have examined 
how the fragile economic situations of SSA countries affects MoEs’ ability to support teachers 
and how factors such as classroom challenges, low pay and reputation as well as lack of motiva-
tion on the part of teachers might be further exacerbated by existing top-down teacher educa-
tion initiatives. Drawing from examples of bottom up teacher-led initiatives from three SSA 
countries as well as from other projects involving teachers as major stakeholders and decisions 
makers, we have shown that constructivist approaches which reinforce teacher agency and col-
laboration are more likely to support teacher professional development than existing top-down 
mandated training models favoured by MoEs in these countries. We thus understand that teach-
ers are more likely to accept pedagogic ideas when these emanate from their peers than when 
such ideas are conveyed to them by MoE officials and outside experts to their collective realities. 
Looking at the examples from Ethiopia, Senegal and Cameroon, we suggest that because bottom 
up teacher-led initiatives may be a viable route to quality teacher education there is a growing 
need for these to be supported and incentivised by MoEs so that they may be sustainable. More 
importantly, given the range of expertise within TAs in SSA and the paucity of teacher-led 
research from the continent, it may be useful for African TAs and Africa TESOL to map out a 
research agenda which reflects the needs of their membership to initiate, encourage and support 
local inquiry-based collaborative projects.

Further reading

Elsheikh, A., Effiong, O. and Coombe, C. (eds) (2018) The Role of Language Teacher Associations in Professional 
Development. New York: Springer.
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 This book is a pioneering collection which examines the theoretical and research literature on language 
teacher education and professional development with a special focus English language teacher associa-
tions (ELTAs). The different contributions to the collection address a range of themes around the place 
and role of ELTAs in supporting and sustaining teacher education and professional development. The 24 
chapters in this book are written by experienced professionals and experts with long standing involve-
ment with national and international English language teachers association.

Kuchah, K. and Shamim, F. (eds) (2018) International Perspectives on Teaching English in Difficult Circumstances: 
Contexts, Challenges and Possibilities. Basingstoke: Palgrave Macmillan.

 This book offers a holistic practitioner and research-based perspective on English Language Teaching 
and teacher education in difficult circumstances. The 12 chapters in this collection examine the chal-
lenges and problems that emerge from the complex current ELT environment, and present examples of 
contextualised inquiry-based strategies and interventions to address these challenges. The two chapters 
in section 4 of the book examine context-specific approaches to teacher development in contexts of 
constraint where opportunities for continuous professional development are scarce.

Smith, R., Padwad, A. and Bullock, D. (2017) Teaching in Low-Resource Classrooms: Voices of Experience. Lon-
don: British Council. Available online: <www.teachingenglish.org.uk/publications>

 This is an edited collection of stories of success and of teachers-inquiry authored by classroom prac-
titioners from Bangladesh, India, Nepal and Pakistan through a collaborative developmental project 
organised by the Hornby Trust. The introduction describes the processes involved in this project and 
argues for a sustained collaboration between professionals within and across contexts. Each teacher 
account addresses a specific classroom challenge and the associated video materials provide a further 
stimulus for reflection.
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Introduction

In this chapter I unpack the phrase ‘professional development’, arguing that we teacher edu-
cators need to adopt strategic, often political, approaches to changing the temporal, material, 
symbolic, and interactional contexts of teacher practice. I examine what it means for teachers, 
administrators, and mentors to confront the complex realities they face as educators and to col-
laborate in developing thoughtful responses to difficult situations.

Professional development occurs in a tangle of complexities. Teachers come to the sessions 
with their own issues and priorities. They often have families and mortgages and pressing con-
cerns that overshadow the agendas of the individuals who have organized the activities. They 
are employed in particular situations – intensive English language programs that serve adults, 
public and private schools that serve a broad range of school-age students, immigrant programs 
in English speaking countries, English language programs around the world. Their classes may be 
large and diverse, with a wide variety of students whose interest in and commitment to learning 
English vary according to their life circumstances. The curriculum is often mandated and mate-
rials may be out-dated and/or sparse. School funding, and therefore salaries and job security, is 
often tied to enrolment. Governmental, administrative, parental, and community demands may 
play a significant role in the execution of one’s duties. Roles, relationships, and responsibilities 
also vary. Teachers may be working at several institutions. They may be struggling under pressure 
from administrators to obtain professional certification and advanced degrees, with the attendant 
pressures of balancing the demands of being a student against the requirements of teaching. And, 
perhaps most importantly for the readership of this volume, the roles and responsibilities of 
teacher educators become complicated by the fact that the empirical realities of teachers loom 
larger than the scholarly concerns of professors. Our authority as scholars is tested against the 
growing experience of practitioners.

I argue that we teacher educators benefit by examining these factors closely, creating envi-
ronments that support our own development as well as that of our students. I use an ecological 
framework and principles from systems theory, cultural-historical activity theory, and construc-
tive developmental psychology to create a perspective that permits the operationalization of the 
aphorism, ‘Think globally, act locally.’ I draw on my work with an alternative high school in 
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the United States to show how we approached this task. I describe in some detail the learning 
lab – a structured process of collaboration that emerged as part of a formal school–university 
partnership (Goodlad, 1994; Rhodes and Bellamy, 1999). The labs provided a coherent con-
text for personal and professional reflection and collaborative action around specific problems 
of practice. A significant characteristic of this approach is that it balances the perspectives of 
research and practice, thereby illuminating the tensions that often arise between professors and 
teachers, permitting a context for both parties to make important discoveries about teaching, 
learning, and self.

English language teaching in troubled times

Teachers today face a daunting array of challenges both inside and outside the classroom:

• A world in frightening disarray – mass migration caused by extreme weather, drought, civil 
disorder, and violence.

• Dramatic shifts toward right-wing politics and validation of xenophobic policies that 
play to people’s fears and suspicions of newcomers and reveal deep roots of racism and 
ethnocentrism.

• University/state regulations that privilege credentials rather than pedagogical accomplish-
ments and commitments to professional responsibilities.

• The school as factory – assembly-line approaches to teaching that give priority to pro-
grams, curricula, textbooks, rather than authentic communication.

• High stakes testing and centralized decision-making driven by politics rather than empiri-
cally informed policy.

• Micro-managing administrators operating under pressure to become enforcers rather than 
leaders.

• School policies and procedures that reduce the discretion with which teachers teach.
• State and federal education policies that prioritize budgetary decisions based on narrowly 

defined criteria of learning.

The current state of affairs – unprecedented political, economic, and social chaos, compounded 
by instant globalized communication and narcissistic social media which feeds the illusion of 
entitled individualism – has its roots in a long history of colonialism, capitalism, and despotism 
(Mishra, 2017). The rise of neoliberalism has translated those broad-brush strokes of history 
into educational policies that privilege corporate-style management, quantitative achievement 
outcomes, and market-driven policies and practices. School funding, and perceptions of student 
success and teacher effectiveness, are shaped by the same power structures that drive the politi-
cal and economic forces of the times (Eisenhart and Allen, 2016; Giroux, 2014; Harvey, 2005).

What is the role of teacher educators in this fearful scenario? How do we respond? How 
can we structure activities for learning and development that support teachers in their efforts at 
improving their practice?

The first step is to avoid the common mistake of thinking that we have solutions to the 
problems teachers face and that we can prescribe precise materials and activities. We want to 
escape the humiliation reflected in Richard Elmore’s scathing characterization of conventional 
professional development activities:

I routinely work with schools that are asked to operate in systems that have com-
pletely, blatantly dysfunctional administrative structures, clotted with multiple levels and 
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cross-functional relationships that, on their face, do not, cannot, and never will have a 
positive impact on learning. The main function of people who work in these organizations 
seems to be telling other people what to do – usually for things they themselves do not 
know how to do.

(Elmore, 2016)

There are no technical solutions for the problems that arise from the waves of human trag-
edy that brings students to English language classrooms today – no pre-packaged programs 
or checklists that will meet the requirements of the moment. What is required are adaptive 
responses – thoughtful, sensitive, authentic efforts that reveal an awareness of the trauma that 
students have endured (see Heifetz, 1994 for an elaboration on this distinction between techni-
cal and adaptive responses). Each student is unique, as are the circumstances of their life histories. 
Teachers cannot presume to truly understand what their lives have been like, so generic methods 
and materials will always strike discordant notes. For the same reasons, we must enter into the 
situation and collaborate with teachers in the search for appropriate responses.

Another requirement of the tumultuous complexity of the current era is that we acknowl-
edge that a particular situation or event is an outcome of larger cultural, historical, and (inter)
personal factors that have converged to become ‘the problem of the moment.’ For example, all 
teachers struggle with the issue of cheating, but the complexities are manifold – most obviously, 
cultural differences with regard to what sorts of behaviours are considered cheating. But teach-
ers’ efforts to promote classroom collaboration while emphasizing intellectual independence 
and creativity perplexes many students, who cannot be blamed for feeling that teachers are 
sending mixed messages by having them work in small groups on some occasions and requiring 
them to keep their work to themselves on others.

In other words, the problems facing teacher educators today entail the macro and micro 
dynamics of the cultural and the psychological, requiring novel approaches to problem solving. 
In the pages that follow I describe a year-long experiment with learning labs that constituted 
an attempt to create opportunities for personal reflection on, and organizational adjustment to, 
these sorts of problems. My central argument is that effective professional development activities 
require both individual and institutional identity work. I will elaborate on the theoretical prem-
ises of our approach, which provides a lens for examining our own assumptions about schooling 
even as we create opportunities for teachers’ professional growth.

Learning labs as contexts for development

Learning labs are a community effort in which a group of teachers convene regularly to col-
laborate on a program of instructional improvement and professional development (Patterson 
and Tolnay, 2015). Working with university personnel, teachers identify pressing problems and 
negotiate a common focus that will permit them to mine professional literature to inform their 
effort, and to brainstorm ways of adjusting their practice or implementing new activities to 
improve learning. Figure 24.1 presents the cycle of activity of the lab.

The example described below is taken from my field notes during my work at New America 
School in Denver, Colorado. The first-person report reflects the immediacy of the work and 
maintains the ownership and personal bias of the description.

Learning labs emerged as an important feature of the school–university partnership between 
The New America School (NAS) and our research lab at the University of Colorado at Denver 
(UCD) (Clarke and Davis, 2007). NAS is a state-designated ‘alternative high school’ where 95 
per cent of the students are classified ‘at risk.’ The school was founded some 15 years ago as a 



368

Figure 24.1 Learning lab cycle of activity

‘newcomer school’ designed to provide a safe haven and a secure learning environment for 
immigrants and refugees. English language instruction was to be integrated with the typical high 
school curriculum so that students would emerge with both a diploma and the language skills 
to succeed in their adopted country. However, funding exigencies caused by state educational 
policies forced the founders to include other students in their mandate. These are American-
born youth whose difficulties in school reflect the failure of the educational system in the 
United States to serve low-income, minority, and marginalized learners (Darling-Hammond, 
2010; Ravitch, 2010; Gandara and Contreras, 2009). The school, therefore, does not provide the 
best environment for the socialization of immigrants and refugees because many of their fellow 
students are considered at risk because of academic or behavioural problems they have had at 
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other schools. NAS is, for them, a last-chance opportunity. Whether one considers them ‘drop-
outs’ or ‘pushed-outs’, the reality is the same – they are at odds with the values and require-
ments of the mainstream culture and they are openly resistant to the very norms that newly 
arrived immigrant and refugee students are attempting to master. The learning lab described 
here focused on English language learners. We were engaged in the delicate task of encouraging 
students’ success in a new culture while helping them avoid emulating the raucous and counter-
productive behaviour of many of their peers at the school.

Seven of us – four classroom teachers, two peer-coaches who were also English language 
teachers, and I, the university professor – gathered during the weekly professional development 
time slot to respond to the latest district mandate – the use of data teams to orchestrate a process 
of goal-setting, coordinated focus on particular instructional techniques, and centralized assess-
ment intended to permit comparison across subject-matter and schools. At the first meeting 
we went around the table, everyone voicing their opinions about the appropriate focus for a 
problem of practice. Classroom management, technology integration, cheating, engagement, 
formative assessment, responding to administrative mandates were all nominated and discussed. 
Central administrators wanted a focus that would produce better test scores, and all of the afore-
mentioned topics could be defended in that endeavour. However, after considerable discussion 
the problem of practice was articulated as ‘academic integrity’, which permitted teachers to 
continue work they had already begun and to also comply with the administrative mandate. 
Readings were identified (Martin, 2012; McCabe, 2005) and a schedule for observations and 
feedback sessions was developed.

We met as a group every week during the academic year, with the inevitable interruptions 
and abbreviated meeting times caused by high school dynamics. We developed a protocol to per-
mit observed teachers to guide the conversation toward information they could use immediately 
to improve their instruction. Box 24.1 presents the protocol we used to guide our discussions.

Box 24.1 Learning lab negotiated protocol

Process

 Data team discusses up-coming observations and brainstorms with observed teacher around 

identified focus of lesson, problem of practice, etc.

 Teacher sends out brief description of the lesson, including his/her goals for the session.

 Teacher lists two or three things for observers to pay attention to (these can be differenti-

ated – i.e., s/he might give different observers different things to watch for), reminders of 

brainstorming already completed.

 Observers take notes during session to support oral feedback.

 Debrief session follows protocol to make maximum use of time and to avoid judgmental or 

celebratory spirals that are not strictly data-based (need to be realistic about this – kind and 

collaborative support always welcomed):

○ No excessive or elaborate expressions of admiration or approval or judgment.

○ When we meet, observers go first, around the table, giving one noticing at a time. 

Teacher takes notes (observers read from their notes as they report, but hold on to them. 

We may not have time for all noticings to be voiced, so observers should prioritize).
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○ Observers say, ‘I noticed…’ followed by descriptive statement (e.g., ‘I noticed that you 

spoke to Juan seven times, to Maria two times, to Ngo zero times, to … ‘ (etc. assuming 

that this is what the teacher asked observer to pay attention to).

○ Round and round, until observers have exhausted their noticings.

○ Teacher can ask clarification questions. No apologies or expressions of embarrassment 

or dismay or disagreement with what observers say. The point is to be clear on what 

others saw for reflection on what you intended and/or expected them to see.

○ At the end, teacher offers a brief tentative assessment of what s/he has learned from 

the process, and speculates on how s/he will use the information tomorrow.

Purpose of protocol

 To provide teacher with immediate feedback on what s/he was attempting to do so that  

s/he can adjust technique and materials for tomorrow’s lesson.

 To maximize efficient use of time.

 To maximize collegiality and minimize congeniality.

Several aspects of the protocol merit attention, both to understand the functional dynamics 
of the activity and to illuminate the conceptual framework with which we were operating.

 The protocol was negotiated. Versions of learning labs had been used in NAS over the years, 
and staff had read and discussed the literature on them, but this document was very much 
a unique product of this group, reflecting the realities and priorities of the moment.

 The ‘Purpose of protocol’ bullets are grounded in Barth’s distinction between ‘collegiality’ 
– honest critique – and ‘congeniality’ – friendly and flattering but not necessarily helpful 
observations (Barth, 1990).

 Classroom observations were key to the process, but an attitude of ‘no judgment’ was 
strictly enforced. We adhered to a rule of no ‘suggestions for improvement’ nor statements 
to the effect of ‘here’s how I would have done that’, to prevent the feedback session from 
becoming a listing of advice. The assumption was that only the observed teacher knew all 
of the relevant information about the students and the lessons to date. The observers were 
considered ‘legitimate peripheral participants’ who reported descriptively on what they had 
been asked to observe. Observed teachers took what they could use, leaving the rest for 
another time. (Lave and Wenger, 1991).

Over the course of the academic year, we moved in and out of classrooms, observing, vide-
otaping, taking notes, and convening for debriefing sessions. Although the feedback sessions 
were not aimed at prescriptions for improvement, they provided rich exchanges of information, 
insight, opinion, interpretation. Teachers reflected on what they had seen and discussed and the 
teachers who had been observed returned to their classrooms to adjust attitudes and activities 
in light of the conversations. Among techniques tried and reported on: novel ways of getting 
students’ attention for instructions, of responding to individual problems, of negotiating differ-
ences of opinions among students. Teachers exchanged copies of classroom materials, adapted 
teaching techniques, and expanded assessment activities. One teacher produced a questionnaire 
on academic integrity that everyone used to orchestrate conversations with students. Another 
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adopted an online program, Quizlet, to connect in-class and out-of-class learning activities and 
to foster independence of effort (https://quizlet.com/). A variety of techniques were developed 
and adapted for focusing student attention on personal growth rather than competitive assess-
ment of learning. Box 24.2 presents an example of the email exchanges and notes around one 
observation.

Box 24.2 Learning lab email exchanges

From: Erin K

Sent: Monday, November 28, 2016 9:37:42 PM

To: Mark C

Cc: Erin G; Robert N; Colleen F; Kelly M; Lisa C; Annie T; Robert H; Christine L; Tracey M

Subject: Re: ELD Data Team Report

Hi,

I’m obviously interested in pursuing this since I brought it up. I also poked around on the 

internet and found a couple of articles: (http://library.uvm.edu/~pmardeus/honors/honorcode.

pdf; www.aacu.org/publications-research/periodicals/it-takes-village-academic-dishonesty-and-

educational-opportunity; www.mnsu.edu/cetl/teachingresources/articles/academicdishonesty.

html)

One of the takeaways I had from what these said it that this is maybe larger than our own 

classrooms; that we would have to possibly address the whole culture of NAS to create one that 

discourages academic dishonesty. For example, a couple of years ago one of my young mothers 

copied and pasted an entire article and submitted it as her own work, but there was nothing in 

our handbook addressing academic integrity specifically. It makes it hard to have clear policies 

and clear consequences when we don’t even have a clear policy around it.

Anyway, we can certainly discuss this in more depth later!

Erin K

From: Erin K

Date: Thursday, December 1, 2016 at 7:47 AM

To: Robert N

Cc: Erin G; Mark C; Colleen F; Kelly M; Lisa C; Annie T; Robert H; Christine L; Tracey M

Subject: Re: ELD Data Team Report

Hi,

So here’s some information about my class for the observation. It’s the first time I’ve delivered 

this particular week of instruction, so I’m not sure how the timing is going to play out ...

My objectives for the afternoon are two-fold; first, students are going to be able to demon-

strate their mastery of the 20 vocabulary words we’ve been studying around film and TV genres 

on a computer-based quiz. Second, they are going to be able to interpret a bar graph of prime-

time TV viewing habits and write about it using quantifiers (which we’ve been working on this 

week using pie charts). Ideally they will be creating a bar chart of their own to write about, but 

https://quizlet.com
http://library.uvm.edu
http://library.uvm.edu
http://www.aacu.org
http://www.aacu.org
http://www.mnsu.edu
http://www.mnsu.edu
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that’s where I’m not sure how the timing is going to work out, particularly because it is difficult 

to predict how long students will take to complete the test.

In terms of what I’d like y’all to look for, as I mentioned I’ve worked quite hard to find ways to 

try to encourage academic integrity while taking the test. Of course, several extra adults might be 

a deterrent, but I’d still like you to observe how independently students are working and to notice 

strategies they seem to use when they are struggling with an answer. I’d like you to also pay atten-

tion to how the transition between the test and coursework occurs and how the students who 

are continuing the test are working through it. Also, just generally helping me get a sense of how 

well they are able to achieve the goal of reading the graph and writing about it independently.

Cheers,

Erin

From: Mark C

Sent: Monday, Dec 5, 2016 10:39 AM

To: Erin G; Robert N; Colleen F; Kelly M; Lisa C; Annie T; Robert H; Christine L; Tracey M

Subject: ELD Data Team Report 12–1-16

ELD Data Team met during Panther Thursday, 3:30–4:15

Attending: Mark, Lisa, Newman, Colleen, Kelly

Next observation: Tuesday, 12/13, Lisa C @ 9:00

Swivl: We recorded the meeting using Swivl; continuing to experiment with the technology, 

also wanting a record for the Erins to consult.

Cheating/Academic Integrity

The topic was nominated by Erin K. and was the focus of our observations of her class at 12:50 

that day.

We spent more time discussing the issue than we did on the observation; we should return to 

both next time we meet. Key points for further examination:

• Broad agreement that cheating can be operationally defined as submitting someone else’s 

work as yours, with intent to deceive.

• Agreement also on the fact that our society and the school system encourages cheating by 

focusing on grades and high-stakes testing rather than emphasizing learning for learning’s sake.

• School policy and school climate (i.e., informal norms among adults) needs to support indi-

vidual teachers’ efforts.

• Academic Integrity as cultural and developmental issue.

o Culture: No culture condones cheating, but definitions and sanctions vary widely 

across (and perhaps within) cultures.

o Developmental: Maturity plays a role in this. Two students from the same culture may 

differ considerably in regard to cheating depending on age.

From: Robert N

Date: Monday, December 5, 2016 at 10:49 AM

To: Mark C

Mark A. Clarke
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Cc: Erin K; Erin G; Colleen F; Lisa C; Annie T; Robert H; Christine L; Tracey M

Subject: Re: ELD Data Team Report

Just to add the report, this week I’ll be creating a survey for you to give your students (should you 

choose to do so) about their beliefs and attitudes around cheating. I’ll share with you all for edits 

and additions before giving to students.

Robert N

This thread – just one of countless digital dialogues that punctuated our collaborations – 
provides a glimpse of work we were doing. It is representative of the dynamic in which we were 
engaged, and is self explanatory, with a few elaborations:

 We refer to the group as ‘data team’ because that is the phrase used by central administration 
for the activity.

 SWIVL is the video device we were using to capture classroom activities and record our 
meetings (www.swivl.com/).

 There are 11 people included in the messages – the seven of us participants in the learn-
ing lab and four administrators (the principal and assistant principals and the professional 
development coordinator). This is worth mentioning because the participation and support 
of the administrative team was vital to the success of the endeavour. They were included in 
most of our communications.

 The problem of practice as it first arose was simply stated as ‘cheating’, but expanded to 
‘academic integrity’ as the discussion revealed a much wider and deeper range of issues.

 Notice that this email strand shows one teacher – Erin K – leading the discussion and doing 
a bit of legwork in identifying readings. This was common – different individuals assuming 
the lead at different times to move us along.

 Erin K also speculates about the range of behaviours we might encounter in the classroom 
and the potential impact of having several adults observing. This led to a discussion of how the 
learning lab process might become a topic of study in itself, revealing aspects of the ‘observer’s 
paradox’ – we are always part of the problem as well as the solution (Bateson, 2000: 433–445).

 Not evident in the messages, but a significant factor in Erin K’s planning and instruction 
is the size and diversity of the class: 35 students from Mexico, El Salvador, Somalia, and 
Myanmar, and a wide range of ages and educational experience.

The following bullet points summarize key elements of this radical revision of professional 
development activities.

• The Learning Lab format provided a safe environment for teachers to construct a pro-
ductive response to a mandate from central administration that stipulated that all teachers 
were to adopt the same problem of practice and to use the same instructional methods and 
materials to address the problem.

The administrative goal of the process was to achieve higher levels of ‘fidelity of implementa-
tion’ (Dhillon et al., 2015) in instruction and assessment – a flawed concept that rests on causal 
assumptions that are of little value in a dynamic system such as school, where the complexities 

http://www.swivl.com
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of student/teacher interaction coupled with the imperfections of school processes and commu-
nications make it difficult to predict precise outcomes.

The teachers were already several weeks into the semester when the memo came down the 
chain of command and each had developed materials and activities around goals they had estab-
lished. They quietly set aside the mandate and negotiated a definition of a problem of practice 
that permitted them to continue with the work they had done without openly defying their 
superiors; they worked within the spirit, if not the letter, of the directive. By negotiating their 
participation in the endeavour and by aligning their own interests and agendas with the man-
dates, teachers were able to arrive at a ‘principled enactment’ of policy that maintained the goals 
of the initiative while addressing issues of immediate importance in their classrooms (Buxton 
et al., 2015). Baldly stated, this approach permitted a professional response to ill-considered and 
unrealistic administrative interference.

• The teachers acquired new instructional techniques, but on a deeper and more personal 
level, they were able to explore the contradictions they encountered in their own thinking 
and behaviour.

The consistent effort of observing others and analysing their own teaching and their reactions to 
others’ teaching encouraged self-reflection and personal change. The culturally dominant default 
to confronting problems is defensiveness. We tend, naturally, to prefer our comfortable ways of 
thinking and acting, and when we observe others whose assumptions and behaviours are different 
from ours, we resort to our default response of judgment and critique that justifies our way of 
doing things. Because the rules of the learning lab formally proscribe the voicing of such reactions, 
we were forced to consider the merits of our colleagues’ practice; we were given time and permis-
sion to examine new ideas and techniques in more depth (Edge, 2011, 2002). By recognizing that 
all significant and lasting change begins with oneself, we were able to shift the discourse in our 
study group from collective complaint to thoughtful analysis of factors that contribute to prob-
lems, including taking personal responsibility for our own short-comings (Kegan and Lahey, 2001).

• School administrators exercised leadership, rather than mere management – developing 
structures and processes to support productive collaboration in pursuit of enduring solu-
tions to complex problems of practice.

Unlike many approaches to professional development, the learning lab requires significant 
investments of school resources, avoiding the implicit ‘blame-the-teacher’ perspective of most 
educational innovation, in which the dominant theme is a long list of changes required of teach-
ers. Rather than adopt the stance that the appropriate response to problems is to fine-tune the 
directives for teachers to follow and to bear down with carrot-and-stick mandates, the principal 
and her assistants entered into the process as collaborators. In leadership meetings the adminis-
trative team followed the same protocols as those required of teachers, and they held themselves 
to the same standards in the examination of their own behaviours. They regularly polled staff 
for input on decisions, and they adjusted school policies, programs, and practices according to 
the response. They provided time and space for collaboration and they abandoned unsuccessful 
initiatives promptly (see Clarke and Edge (2009) and de Stefani, this volume), for elaboration on 
the role of leadership in innovative teacher education).

• Learning Labs created an egalitarian environment where teachers, administrators, and uni-
versity staff all engaged in a democratic exchange of ideas.
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Empirical and theoretical approaches to complex problems of practice were given equal weight, 
avoiding one of the major problems in education – the dysfunctions of the theory/practice 
divide (see Clarke, 1994). The distribution of power, both material and symbolic, in this approach 
encouraged creativity and innovation, and empowered individuals to exercise their freedoms 
regardless of their role in the school or the university.

• School administrators implemented an extended program of ‘mindfulness’ as a complement 
of/antidote to the barrage of ‘innovations’ being imposed on teachers.

The pressures for changes in instruction and assessment, coupled with demands on teachers 
to adopt quasi-parental roles and responsibilities with students, resulted in significant stress. By 
acknowledging that teaching at New America School required more of teachers than teaching 
at conventional high schools, the leadership team took responsibility for this stress and made a 
concerted effort at ameliorating it. By creating time and space in meetings for yoga and medita-
tion, they endorsed thoughtful self-evaluation and calm contemplation as an important part of 
teachers’ days (Kabat-Zinn, 1990).

Conceptual framework

Having described the sociopolitical situation in which teacher educators find themselves today, 
and elaborating with a detailed analysis of one response to the challenges of facilitating teacher 
development, I now need to clarify the conceptual principles on which that response is built.

We were operating on the belief that the scope and practice of teacher education must capture 
both the scale of a problem and the specificity of its occurrence in the everyday lives of teachers. 
It is not sufficient to elaborate theoretical principles; guidelines for implementing changes must 
also be provided. The learning lab was developed with this imperative in mind. The conceptual 
framework integrates three theoretical traditions – systems theory, cultural historical activity 
theory, and constructive developmental psychology – while the organization and operation of 
the activity conform to the realities of the school in which activities are orchestrated.

We conceive of schooling as an artefact of culture – a dynamic, emerging phenomenon – a 
network of complex patterns of thought and behaviour, nested social systems functioning toward 
stability, subject to constraints, and only partially susceptible to direct action (Bateson, 2000; Larsen-
Freeman and Cameron, 2008; Capra and Luisi, 2014). We understand identity as micro-variations 
of culture, stable constellations of values and commitments as revealed in behaviour. Our images 
of self are fiercely protected through conscious and sub-conscious efforts that undermine change 
initiatives, even when we are the authors of the innovation (Kegan, 1994; Kegan and Lahey, 2009). 
We also acknowledge that schools are organizations that mediate cultural and individual identi-
ties (Cole, 1996; Holland et al., 1998; Engestrom, 2008). And, however modest our change efforts 
may seem, they approach conventional educational activity in unconventional ways, and therefore 
they threaten the status quo, for this is the nature of systems – to function toward stability. For this 
reason, we are alert to sources of resistance, including our own unconscious obstructions. Given 
these commitments, we have found it helpful to make explicit our understanding of key concepts, 
in particular, ‘development’, ‘learning’, ‘context’,and ‘levels of the system.’

Development

‘Development’ is the primary pivot point of the essay. It is important that we move away from 
uttering the phrase ‘professional development’ with such superficial ease that it becomes code 
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for ‘sit and get’ sessions of administrative fiat. Development involves a shift in consciousness, 
an adjustment in fundamental aspects of identity (Kegan, 1994). As with learning, it involves 
change – a change in understanding, of perspective, and ultimately, behavior – but, significantly, 
the change also involves coming to an understanding of oneself in relation to the world, which 
is why development entails a change in one’s identity. Robert Kegan and his associates have 
identified three distinct stages in adult development, which they refer to as ‘socialized, self-
authoring, and self-transforming’ mind (Kegan and Lahey, 2016: 57–64). Individuals operating 
at the socialized stage of development respond to their perception of what others expect of 
them. Self-authoring individuals operate according to a personal code of right/wrong. Self-
transforming individuals are guided by an awareness of the possibility that their own perspective 
may be flawed or incomplete, and they bring a sense of dialectical playfulness to their assessment 
of situations and self.

The details of Kegan’s research, developed over the course of some 40 years and countless 
studies, are beyond the scope of this chapter, but the crux of the distinctions between the stages 
and the importance for us in their perspective, lies in the pivotal fact that we humans make 
choices as we attempt to solve life’s problems and these choices are always shaped by our theory 
of the world, our epistemology. ‘Epistemology’, a word that covers a complex array of philo-
sophical tenets, can be understood as a matter of perception – the lens through which we appre-
hend the world and ourselves in it. The question is, to what extent are we aware of the lens that 
shapes our understanding? Kegan argues that this awareness is at the root of epistemology; he 
characterizes this as a function of the ‘subject/object’ tension: Are we able to distance ourselves 
from a point of view – are we able to see it as an object to be understood? Or are we subject 
to it, unable to disengage from the perspective and the emotions it engenders? All significant 
change efforts begin with an increasing awareness of one’s own mental model. Growth in our 
way of knowing involves disturbing the balance, learning to look at that which we were previ-
ously looking through. These three qualitatively different levels of complexity – the socialized 
mind, the self-authoring mind, and the self-transforming mind – thus represent three distinct 
epistemologies (Kegan and Lahey, 2009: Chapter 2).

The metaphor of ‘stepping back and stepping up’ captures the essential insight of the analysis 
as it relates to decision-making in the maelstrom of the school day (Edge, 2011: 26–48). First 
we step back from the fray and examine the situation, then we determine how we want to act, 
and we own our actions. We avoid reacting impulsively; rather, we examine, reflect, and respond 
(Clarke and Edge, 2009). Humans act on the basis of authority, and the question we ask, not 
always consciously, is ‘What is my justification for a particular stance on some issue? …of an 
action? On whose authority am I acting?’

The learning lab environment encouraged teachers to shift from compliance with admin-
istrative directives, in which the source of authority was the external and hierarchical power 
dynamic of school politics, toward ownership of their decisions, in which the source of author-
ity was their personal convictions and professional experience. The individual who is able to 
act on the basis of his/her personal convictions, who is able to take ownership for difficult or 
controversial decisions, is operating on a more complex developmental plane that one whose 
decisions depend on the ratification of others or of institutional rules and regulations, or on the 
authority of canonical figures in the academic pantheon. The lab gives people the experience of 
what it is like not to see someone else’s practice as an object of critique, but instead to step back 
and see the bigger picture of themselves as a community of creative professionals with different 
talents and perspectives. This, in turn, helps them see their own practice as not fixed and in need 
of defense, but as emergent and ripe for continuing development.
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Learning

Any enduring change in an individual’s attitude, thinking, or behavior can be considered learn-
ing, so we have adopted ‘change over time through engagement in activity’ as a working defini-
tion. It has the virtue of conforming to scholarly perspectives (Engestrom, 2008; Rogoff, 2003; 
Lave and Wenger, 1991) but its most valuable asset is that it aligns with practical concerns; it 
encourages teachers to think of instruction as a matter of crafting activities focusing on what the 
students will be doing, rather than on their own behavior or the content of lessons.

Context

Context becomes a pivotal construct in this approach to teaching and learning. Ecologists 
remind us that the unit of analysis is always the individual plus the context. We cannot possibly 
respond effectively to a problem if we do not understand the factors that contribute to its occur-
rence. But, because the world is a mass of nested pulsating systems, dynamically (re)creating each 
other according to principles of patterned consistency, the constraints that produce a particular 
problem or event operate at different levels. We make choices for action based on our aware-
ness of options available at different levels of the system. Thus, following Bateson (2000: 289) 
we define context as ‘all the information we use to decide from among which set of alternatives 
to make the next move.’ The word ‘set’ indicates that there are always many choices available, 
and that they cluster at different levels – decisions made at different levels have different conse-
quences. Activities organized to promote teacher development will succeed to the extent that 
they encourage individuals to expand their field of vision beyond the immediate problem and 
the obvious cluster of options available. Significant problems are rarely solved at the level they 
are encountered.

Coupled with an awareness of participants’ developmental capabilities, this approach encour-
ages realistic decision-making; it requires us to broaden our understanding of roles and respon-
sibilities – ours and other’s – and to adopt a tentative, patient, and exploratory approach to our 
work as teacher educators. We find ourselves negotiating fundamental ‘facts’ of life and work, 
and rethinking our positions on heretofore unproblematic aspects of cognition, emotion, cul-
ture, and teaching/learning. Perhaps most unsettling, we find ourselves exploring the intercon-
nections and co-constructions of individual and institutional identities.

Scale

These interconnections among systems of different sizes is addressed by what we refer to as ‘lev-
els’ in a systems perspective. It is important to explain how we operationalized the construct in 
our implementation of learning labs. As a starting point we acknowledged that all open systems 
function according to the same basic principles: they function toward stability yet are constantly 
changing, responding to internal and external stimuli. By ‘systems’ we are referring to human 
beings, classrooms, schools, communities and societies, which are the nested and reciprocally co-
constructing. As we work with individual teachers to improve their practice, we are aware that 
our behavior and our perceptions are collaboratively constructed and constantly influenced by 
many contexts. These range from the physical space and the immediate time frame in which we 
find ourselves to the institutions and community in which we live, and beyond – into the social 
and historical depths that preceded the moment. Obviously, we cannot construct a response to 
a problem that resolves of all these historical, cultural, and (inter)personal factors, but that does 
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not diminish the importance of the fact that the constraints of all these material, symbolic, and 
temporal details impinge on the dynamics of the moment in which we find ourselves (Allen 
and Hoekstra, 2015; Capra and Luisi, 2014). There are two important takeaways from this mind-
boggling scenario: First, that we cannot possibly understand everything that impinges on the 
present moment, but we can exercise patience and humility in our response; direct and decisive 
action does not translate into immediate and gratifying results. Second, we need to work for 
changes in the larger systems within which we live and work as well as focus on the immediate 
facts of ‘the problem’ as typically defined by institutional convention and personal convenience.

As we attempt to change the conditions of our work and the outcomes of our practice we 
focus on five distinct but overlapping and co-constructing ‘pressure points.’

Pressure points for change

1. Policy, at both university and school, provides the formal arrangements and the authority 
for our work. We knew that our innovations would not last long if we were at odds with 
institutional policy; we therefore participated in the shaping of school and university policy.

2. Programs translate policy into practice and thereby constitute both affordances and con-
straints for the work. We participated in all textbook and curriculum decisions and we 
lobbied for flexibility of implementation.

3. Realities of time and space – university and school structures and the calendars and clocks of 
these institutions – shape the universe of our interactions and impinge on our perceptions 
of what is possible; these are often taken for granted, but they need to be constantly exam-
ined because they are pervasive shapers of thought and action. The NAS bell schedule and 
the use of professional development time were two significant areas where our input was 
felt.

4. Roles and responsibilities of professors, administrators, and teachers are powerful but implicit 
influences on thought and action, and they can inhibit effective collaboration. At NAS 
there was a marked flatness in the decision-making hierarchy, and people became comfort-
able with the challenging conversations that characterize such an organizational structure.

5. Individual rhythms and routines, willy-nilly shape the quality of interaction and the outcomes 
of collaboration; these are the visible manifestations of identity and often the most difficult 
to change. We struggled constantly with the demands of maintaining observation schedules 
and adjusting our preferred modes of teaching and communicating.

The learning lab required us to consciously work on all these aspects of organizational life. 
I contend that this approach to professional development is a radical departure from conven-
tional professional development. Rather than being sessions in which school administrators and 
university personnel present information to staff, the labs become contexts for personal reflec-
tion and conscious efforts at changing practice that result in corresponding changes in how the 
school operates.

In other words, this approach requires significant change of all the participants (Kegan, 2000). 
Everyone – not just teachers – engaged in focused self-examination and honest change efforts. 
We all had to overcome the bias implicit in much of what we learned in our formal train-
ing – the pervasive assumption that there exist ‘best practices’, that all pedagogical problems 
have solutions, and that the authority for creative teaching rests with others – administrators, 
experts of various sorts, published materials, consulting agencies and so on (Clarke, 1984, 2007). 
Teachers had to overcome their reluctance to being observed, a big part of which is letting go 
of fears of judgment. Administrators learned to temper their preferences for control and to trust 
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teachers’ judgment. To do this they had to develop confidence in teachers’ professionalism; this 
goes against traditional pressures for micro-management and cultural confidence in centralized  
decision-making. In this approach professors (re)enter the scrum of school life and learn to defer 
to practitioners, both teachers and administrators, when political realities override research-
based recommendations. All of these points rest on acceptance of Kegan’s subject/object psy-
chology as the lens for examining self-in-action; it requires a fundamental commitment to the 
aphorism that ‘Change begins with oneself.’

On a practical level, if this initial point of collective and individual effort at personal change 
has been conceded, it becomes necessary for the organizational realities of school and univer-
sity to be adjusted to support the innovation. University criteria for tenure and promotion, for 
example, are severely strained by professors’ dossiers that are heavier with service-based accom-
plishments than traditional research publications. The financial burdens of maintaining positions 
for non-traditional work in both institutions are significant. The learning labs at NAS required 
changes in daily school realities as well; schedules were adjusted, and staff responsibilities were 
modified to accommodate the innovations adopted because of the lab sessions. It will be noted 
that this is not a job that can be done by one person; collaboration across the two institutions 
and vertically within institutions is required.

The learning labs represented the culmination of an effort that was structurally and proce-
durally designed to nudge participants toward greater awareness of their own agency and to 
promote a sense of ownership of school-level decision-making – in other words, a conscious 
and collective effort to flatten the hierarchy of the school and increase the participant leadership 
of school staff.

Conclusions and speculations

New America School is a model of responsive teaching and innovative approaches to complex 
problems of practice. Within the local professional community the school is recognized as a 
healthy and exciting place to work; the defection of teachers from other schools to teach at 
NAS is indicative of this, as well as the lengthy tenure of staff at the school; they are committed 
to the mission of the school and dedicated to the students and their colleagues. They exercise 
their prerogatives as they participate in leadership decisions that extend their personal authority 
beyond the conventional boundaries of their position descriptions. Results have been positive 
in terms of conventional school measures; grades have improved, dropout numbers have gone 
down and graduation rates up. Local and international delegations have visited the school for 
observations and meetings with staff. The principal is in demand locally and internationally as a 
speaker and consultant.

However, it is important to acknowledge that, to many outsiders and some insiders, the 
investment of time, energy, and effort in collaborative decision-making has produced meager 
returns. For some the effort has been a failure, for others, a frustratingly unsatisfactory and 
inconclusive endeavor; test scores have not improved sufficiently, attendance remains an intrac-
table problem, and in spite of herculean creative efforts, funding remains tenuous. Recently 
I bumped into an NAS administrator at a lunch counter. We had a brief catch-up and, as we 
parted, he asked about my research and the emerging publications, and wondered if there was a 
readership for ‘dysfunctional schools involved in doomed innovations.’

Which brings us to a critical juncture – the acknowledgement of the difficulty of educa-
tional innovation and recognition that the conventional indicators of success do not adequately 
capture the accomplishments of collaborative initiatives such as learning labs. Schools are the 
tangible manifestation of a complex convergence of historical and political movements, and 
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current efforts at creating humane environments for learners to explore their interests and 
exercise their freedoms rarely align with the harsh realities of cultural assumptions and financial 
constraints. The conditions required for authentic communication between human beings – in 
this case, between teachers and students and between teacher educators and teachers – do not 
lend themselves to rapid turn-around and digital displays of outcomes. It is not an exaggeration 
to assert that, as a culture, we bring a very narrow perspective to the implementation and assess-
ment of educational initiatives, one which reflects our impatient nature and desire for clear-cut,  
bottom-line outcomes. The result, not surprisingly, is an emphasis on centralized decision- 
making, mandated curricula, and high stakes testing that short-changes marginalized students 
and the teachers dedicated to working with them (Darling-Hammond, 2010; Ravitch, 2010; 
Gandara and Contreras, 2009; Eisenhart and Allen, 2016; Giroux, 2014).

It is reasonable to assert that NAS’s efforts at collaboration were a success for all the students 
who graduated during this time and who benefited from a more compassionate school experience 
than they had ever had. It was also a success for the staff who participated in a bold experiment and 
who therefore glimpsed a vision of leadership and an example of teaching and learning that goes 
beyond the conventional authoritarian and hierarchical versions of school that predominate today.

If we become discouraged by what appears to be limited impact and inconclusive results, 
we do well to remember that this is the way the world works; these outcomes are precisely 
characteristic of how change occurs in complex dynamic systems. Innovations do not change 
the system; they create local disturbances, perturbations that reverberate throughout the system. 
They are most noticeable at the local level, at the point of occurrence, but the waves wash out 
and affect larger circles. The extent to which they are recognized as important will depend on 
the awareness of the individuals doing the noticing. And if these individuals are in positions of 
power, they can act to create the contexts for sustainability. But the changes will always seem 
unsatisfyingly small and temporary, and individuals will always step back and take a break from 
the fray, perhaps just catching their breath, or maybe deciding that it is someone else’s turn at 
the oars. This does not mean that we must lose hope; it means that we must learn to recognize 
hopeful events when we see them.

Further reading

Learning labs

Brancard, R. and QuinnWilliams, J. (2012) ‘Learning Labs: Collaborations for Transformative Teacher 
Learning’. TESOL Journal, 3(3).

Patterson, A. and Tolnay, T. (2015) ‘Bringing Teacher Learning to Life: Courageous Teaching Using Peer 
Learning Labs to Elevate Efficacy’. Available online: <www.pebc.org/wp-content/uploads/2016/07/
PeerLearningLabs_web.pdf> (accessed 11 May, 2019).

 These two articles provide a step-by-step description of learning labs, with examples and excerpts from 
actual labs. Brancard and QuinnWilliams were part of the UCD research team so their work constitutes 
an elaboration of the argument provided here. Patterson and Tolnay are part of the Public Education 
and Business Coalition, a Denver-based organization dedicated to improving public education and the 
originator of the concept of learning labs.

Systems theory

Bateson (2000); Capra and Luisi (2014); Larsen-Freeman and Cameron (2008).
 Systems theory is a vast universe of scholarship with about 100 years of publications elaborating on key 

tenets. Capra and Luisi provide a very readable introduction to the topic. Larsen-Freeman and Cameron 
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examine complex dynamic systems with the lens of applied linguists and make a concerted effort to 
apply systems principles to language teaching. Bateson’s book is a collection of essays that have stood 
the test of time; he continues to be cited by scholars working in diverse fields.

Constructive developmental psychology

Kegan, R. (1994) In Over Our Heads: The Mental Demands of Modern Life. Cambridge, MA: Harvard Uni-
versity Press.

Kegan, R. and Lahey, L. (2009) Immunity to Change: How to Overcome it and Unlock the Potential in Yourself and 
Your Organization. Boston, MA: Harvard Business Press.

Heifetz, R. A. (1994) Leadership Without Easy Answers. Cambridge, MA: Harvard University Press.
 This is where the rubber hits the road; if you do not acknowledge the importance of transformation 

and if you do not have the tools for creating an environment where transformation can occur, you will 
not make much progress in implementing the suggestions of this chapter. The place to start is with 
Kegan and Lahey (2009); this is a workbook with exercises that help you talk about your work in ways 
that will change the way you work. Caveat – it requires that you work, not merely read. Kegan (1994) 
is the scholarly foundation of subject/object psychology and Kegan and Lahey (2009) is a scholarly 
practitioner presentation of the argument that resistance to change is, in fact normal – cold comfort if 
you are a dedicated change agent, but strategically important information.
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Introduction

The core purpose of language teacher education is to develop good teachers. As teacher educa-
tors we strive to help new and existing teachers to be better at the activity of teaching. There is 
a strong ethos of development and support in the work of the teacher educator, which is appro-
priate to the role. Yet part of what we do in promoting teacher development will also involve 
assessment of teaching and giving feedback, especially if we are working with trainees as part of 
a qualification, either pre or in-service. There are clearly tensions in the dual role of support and 
assessment. In this chapter we will explore issues around assessment of teaching and providing 
feedback and consider how underpinning principles and practice can actually help ensure that 
the activity of assessing plays and important contributory role in teachers’ learning.

In this chapter, ‘assessment’ is used when we consider a formal judgement of teaching, what-
ever form it will take. The term ‘evaluation’ is used to identify the activity of thinking about a 
teaching event. In the context of a teacher education programme, trainee teachers might self-
evaluate, whereas the tutor is both evaluating, but also making a judgement – assessing.

Discussions and debates about assessment and feedback

In this section we will look at some of the themes which arise in the literature about assessing 
teaching and providing feedback on teaching. The range of debate extends beyond the points 
addressed here and includes such questions as whether assessment of teachers and a focus on 
their performance is a valid one at all. The discussion below focuses on key points which may 
be useful to teacher educators when considering their practice.

What is being assessed?

It seems obvious to suggest that we are assessing ‘teaching’. However, it is less straightforward to 
identify the knowledge which we are assessing. For some it is useful to think about knowledge 
and skills, as in the ability to deliver effective lessons (skills), but also knowing why the lesson was 
planned and delivered and why it was, or was not, effective (knowledge). This of course raises 
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the question of whether both can be assessed in the same way and whether a teacher who seems 
most effective in one, but not in the other, is still an effective teacher. In a sense, we are looking at 
teachers’ knowing and doing and attempting to assess both and, as assessors, make decisions about 
what this tells us in a more holistic way about the teacher’s ability to teach effectively.

This duality of teacher knowledge is but one example of debates about knowledge in a more 
general sense which can be found as early as Aristotelian concepts of Epistēmē or scientific/
theoretical knowledge, Technē or craft knowledge, which included action and the practical abil-
ity to produce something, and Phronēsis, the wisdom to know how to act. Thiessen characterises 
these divisions in relation to teacher knowledge as the inclusion of both the doing and knowing 
mentioned above. We should consider teaching behaviours or actions, but also the ability to 
theorise these actions. Behaviours are … ‘subsumed by more robust models of frameworks for 
making sense of, solving problems in, or making decisions about working with students’ (Thies-
sen 2000: 527).

More recently, the merging of teacher actions and the decisions which underpin them has 
been considered under the concept of teacher cognition (Borg 2006), a term which refers to 
what teachers think, know and believe: the unobservable, which informs what teachers do. 
Through an understanding of what teachers are thinking about teaching, we can identify the 
knowledge that informs practice. Another useful model of what constitutes teacher knowledge 
is found in the concept of teachers’ Personal Practical Knowledge (PPK). This model encom-
passes the teacher’s acts in the classroom but also their ability to express the rationale of those 
acts: ‘a teacher’s theory about teaching that is contextualised in experience’ (Golombek 1998: 
448). Such a model recognises that we may be looking at a particular behaviour or act in the 
classroom but that any assessment also needs to take into account the ‘capacity for intelligent and 
adaptive action’ (Schulman and Schulman 2004: 263). Thus one of our considerations should be 
the teacher’s rationale and their ability to take action either during teaching or for future lessons.

Most recognised English language teacher education programmes fully incorporate the dif-
ferent aspects of teacher knowledge in their assessment and have opportunities for assessing the 
range of teacher knowledge. Internationally valued programmes such as the Cambridge ESOL 
and Trinity Certificate and Diploma programmes have assessment of the practical activity of 
teaching in lessons, but also assess the thinking behind these actions through the assessment of 
planning and post lesson self-evaluations. Some exceptions exist. The Cambridge ESOL Teach-
ing Knowledge Test (TKT), for example, deliberately focuses on declarative knowledge (Pratt 
2015) and some university based teacher education programmes in the UK allow for ESL teach-
ers to gain a qualification purely based on the achievement of the academic content and not the 
teaching practice.

Who is assessing?

Teachers working together in a teaching or course context form what could be called a ‘Com-
munity of Practice’ (Lave and Wenger 1991), where groups with different roles learn together. 
Lave and Wenger suggested that an important part of learning was observing a ‘master’ and 
gradually becoming engaged with the professional activities. For a teacher education context 
this community of practice usually consists of the trainee teachers (those teachers attending a 
course), their tutors and their learners. In a professional development context, this might be 
teachers, their learners and professional tutors delivering the training. Though the group may be 
learning together, it normally falls to the experienced member, the tutor, to carry out the formal 
assessment, since this is what leads to ‘passing’ the course and gaining professional recognition. 
The more established paradigm, therefore, is that the tutor carries out the assessment which 
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decides the outcome for the trainee. In some cases there is one final observation carried out by 
an external person, who is normally a tutor at another institution.

Within the community of practice, the accepted paradigm of tutor assessment raises the 
issue of the relationship between tutor and trainee. A core value of most teacher education 
programmes is to be developmental, and by extension supportive. However, there is not an 
even distribution of power between participants (Barton and Tusting 2005; Hughes et al. 2007). 
Tutors can make assessment decisions which will significantly impact on the future of their 
trainee teachers. It is very likely then, that assessment will cause trainees to conform to the 
tutors’ view of what good teaching is. Thus, tutor assessment will engender teacher behaviours 
which are congruent with tutor feedback and the opportunities for trainees to experiment are 
lessened. In many courses part of the feedback process is to invite trainees to self-assess, often 
before they hear their tutor’s feedback. If we consider the power held by the tutor, it might be 
assumed that the trainee will self-assess in a way which conforms to what they believe the tutor 
would like to hear.

A less formal assessment role is often given to peers, who might observe the teaching practice 
of others on the course, particularly on the pre-service model such as CELTA or the Trinity 
Certificate course. As the outcome of this assessment does not necessarily carry weight towards 
the career success of the trainee teacher, it could be assumed that there is no pressure on the 
peers to conform to any perceived assessment or feedback model. Within the community of 
practice, however, peers may also be in competition, striving to get a more favourable result. 
A study of practices in sport shows the importance of competitive working both as a positive 
influence on learning and also the trigger of emotion and complex affective states that result 
from the ‘comparative evaluation of self and other’ (Owen-Pugh 2007: 89). Thus asking trainees 
to judge themselves in comparison to others, either other trainees or tutors, may cause them to 
feel strong, possibly negative emotions.

A self-assessment role can be given to the trainee teacher in the form of a post lesson 
self-evaluation or through reflective practice activities. In most teacher education programmes, 
verbal and written self-evaluations are commonplace and often form an important part of the 
course assessment. Trainees’ lessons may be judged partially based on what they have identified 
in their own self-evaluation. The validity of using self-assessment as evidence in the overall 
assessment of teachers has been questioned (Hargreaves 2003; Delaney 2015). One drawback, for 
example, is that trainees ‘choose only those reflections that fall within a professionally acceptable 
frame, or [choose] to fictionalise events.’ (Hargreaves 2003: 200). Thus trainees will self-assess in 
a way which conforms to what they think the tutor will say in their assessment. Hobbs (2007) 
also concludes that teachers’ reflections may be a false iteration of their true beliefs, which they 
express because they feel this is what is required. Brookfield has also considered the issue of 
‘impostorship’ (Brookfield 2012: 222). When students are asked to be critically evaluative in 
front of the expert tutor, they experience difficulty and this can be both ‘brutal and confusing’ 
because they are being asked to identify errors and mistakes although they are not the experts 
within the learning group. Similarly, asking relatively inexperienced trainees to assess their own 
or peers’ teaching in front of the expert tutors may be asking too much and result in rather 
invalid outcomes.

How is the assessment carried out?

It is intrinsically complicated to assess teaching because we are trying to assess inseparable aspects 
in isolation. Freeman, McBee Orzulak and Morrissey (2009) describe the changing focus of 
second language teacher assessment with different importance allocated to knowledge about 
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language, personal language skills and language pedagogy. Each focus would determine the way 
the teacher is assessed. In some contexts the language teacher’s own English skills would be of 
prime importance, suggesting a language test. In other contexts, the teacher’s classroom practice 
would be the main focus and assessment would rely mainly on classroom observation. Freeman 
et al. argue for ‘multiple sources of evidence to gauge teacher preparation and effectiveness’ 
(2009: 87), suggesting that observation of practice on its own is not sufficient. This is reflected 
in many language teacher education programmes, where teachers produce written work in the 
form of academic assignments or written reflective pieces and such work forms part of their 
assessment.

Assessment of teaching is further complicated by the ‘ephemeral’ nature of the activity 
(Galaczi and Swabey 2015). We are seeking to capture events in the continuously fluctuating 
context of a classroom and make a judgement about them. As the assessment is usually carried 
out by an experienced tutor sitting in the lesson, the notions of subjectivity and the reliability 
of assessing while multiple events are happening are pertinent. To address the issue of subjectiv-
ity, many second language teacher education programmes use assessment criteria or standards 
(Galaczi and Swabey 2015; Katz and Snow 2009). These may be written in the form of ‘can 
do’ statements or may be a list of descriptors which are seen to typify the activities of a good 
teacher. The assessing tutor must then indicate how the teacher is exemplifying the criteria and 
thus justify the judgement they are making. While this promotes a more standardised approach 
to assessment, it can never rule out the issue of subjectivity as it remains the individual tutor’s 
judgement as to whether a criteria or descriptor or standard has been achieved. Standardisation 
activities, for example, a number of tutors watching the same lesson and agreeing the assessment 
or the use of joint observations can promote reliability. However, the continued complex nature 
of teaching makes it difficult to assess regardless of the assessment process used.

What about feedback?

It is to be expected that any assessment would be followed by some form of feedback to the 
individual being assessed. Feedback on teaching may involve a grade or a judgement of standard. 
However, it is usual to have more detailed qualitative comment on the strengths and areas for 
development from an observed lesson provided in post-lesson verbal feedback and then in a 
formal written form.

Van Dinther, Dochy and Segers (2015) investigated the use of lesson observation as an assess-
ment tool to develop self-efficacy; a feature of effective teaching. By considering trainees’ views 
of effective lesson observation practice, features related to feedback most likely to lead to greater 
self-efficacy were identified. The first was whether the assessment was authentic, that is, had a 
‘resemblance of assessment to the future teaching assessment’ (van Dinther et al. 2015: 46). The 
second related to the nature of the feedback given, which should be balanced and consist of 
‘affirming comments about what goes well combined with feed forward which identifies weak 
aspects of students’ performance and providing suggestions for improvement’ (van Dinther et al. 
2015: 50). A final element of the mastery experience was the fact that great importance was 
attached by trainees to the notion of meeting a competence standard. These findings would sug-
gest that trainees should be observed in a real teaching situation, they should be given feedback 
on both strengths and areas for development and should also be aware of how their teaching 
matches to an external standard, such as criteria or standards mentioned in the previous section.

The importance of how feedback is provided post lesson observation is discussed by Soslau 
(2015). Through a detailed discourse analysis of verbal feedback, successful strategies are iden-
tified. The findings indicate that of greatest importance is the opportunities for trainees to 
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rationalise and justify their decision making. These opportunities are ‘a key learning opportunity 
to develop adaptive teaching expertise’ (Soslau 2015: 32). Adaptive expertise is an important tool 
for teachers as it allows them to make use of cues from the lesson as it develops and from learner 
reaction and feedback to theorise their practice further and implement new strategies (Darling-
Hammond and Bransford 2005). Adaptive expertise also means that teachers can apply learning 
and insights from training programmes and professional development to a localised context.

The discussion in a previous section on who is assessing teaching is also pertinent to the issue 
of feedback. It is to be assumed that reflection activities, self or peer, will provide self and peer 
feedback. The questions raised around impostorship (Brookfield 2012), the potential fictionali-
sation of feedback (Hargreaves 2003) and the lack of experience of novice teachers (Delaney 
2015) are all relevant to the issue of feedback. If the value of self and peer assessment remain 
a contested issue, then the value of feedback an individual teacher receives from their own 
thoughts and the reflections of their peers is also questionable.

Insights from practice

Practice on language teacher education programmes

Assessment practice by language teacher educators is likely to be heavily influenced by the 
assessment schemes of the programmes they are working on. Examples from the assessment 
schemes of programmes therefore make an interesting starting point to see how the issues 
discussed in the first part of this chapter are articulated in practice. Examples considered are 
from the internationally recognised Cambridge Assessment and Trinity College pre- and in-
service qualifications. The fact that these qualifications are not contextualised in or bound by 
the teacher education regulations of a particular country allows for some more generic features 
to be discussed.

The Certificate qualifications (CELTA and Trinity Cert TESOL) are pre-service; designed 
for teachers with no prior experience. The practice element of the programmes is organised 
through teaching practice groups with volunteer learners. The trainees on the course teach in 
groups, observing and giving feedback on each other. The Diploma qualifications (Delta and 
Trinity Dip TESOL) are in-service programmes; students are already in employment and their 
practice is observed at their place of work by an experienced tutor. On both programmes, 
knowledge of pedagogy and of language is assessed through written assignments and, in the 
diploma, an exam.

Course assessment in each of the qualifications is described as being holistic in the sense that 
both practical teaching and theoretical knowledge elements both need to be passed in order to 
pass the qualification. Examples of the specific regulations for the assessment indicate that there 
are some interesting points in the articulations of the relative importance of classroom practice 
and theoretical knowledge. On the CELTA, for example, although the written work must be 
at a pass standard, the descriptors for attaining a higher grade lie with ‘Candidates’ planning 
and teaching’ (Cambridge Assessment 2015: 14). Likewise in the Trinity Certificate, seven out 
of eight criteria for a pass refer to students’ performance in teaching (Trinity College, London 
2016: 27).

From these examples, it seems apparent that assessment of teaching should be focused on 
the practice elements. However, it is also clear that the practice elements should evidence an 
underpinning knowledge of both language and language pedagogy. This is evident in the list 
of assessment criteria as well as the fact the assessment of teaching should demonstrate trainees’ 
understanding of both language and the pedagogy of language teaching. This is most explicit in 
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the modular Delta qualification, where one module assessment consists entirely of an exam, with 
exam questions focusing on the discussion of pedagogy. In addition, on Certificate programmes, 
where teaching is done in practice groups, the ability of students to reflect and comment on 
their peers’ teaching also forms part of the assessment.

In the example questions from the Delta qualification, exam candidates are asked questions which 
focus both on their understanding of language and their knowledge of pedagogy. The first task shown 
requires them to show an understanding of specific language features and name them using correct 
terminology. The second task asks for a commentary on an extract from a methodology book. Exam 
candidates are expected to demonstrate their knowledge of classroom practice through their response.

Paper 1 Task Three (12 marks)

The extract for this task is the speaking activity below for pre-intermediate (CEFR B1) level learners.

In order to complete this activity successfully, learners at this level would need to use the fol-

lowing key language features:

• verbs and nouns relating to childhood activities, e.g. go swimming, watch cartoons, play 

computer games

• back-channelling and responding to others’ contributions, e.g. Oh, really?, Yes, I did that too!

Identify a total of three further key language features learners at this level would need 

to use. Provide an example specific to this activity to support each choice.

Paper 2 Task Three (40 marks)

The text for this task is reproduced below. It is an extract from an article in an English language 

teaching journal.

Many teachers believe that they should at all times reduce their own talking time and increase 

that of their students.

a. What reasons are there for reducing teacher talking time and increasing student talking 

time?

b. How do learners benefit from teacher talking time in a lesson?

Write your answer in your answer booklet.

Cook, G. (2002) ‘Breaking Taboos’. English Teaching Professional, 23(5).

Both of these tasks require the teacher to demonstrate their knowledge of effective language 
teaching through descriptions of language and pedagogy. In the first task the teacher shows that 
they would be able to prepare both a teaching task and their learners by recognising language 
features pertaining to an interaction type as well as to the level of learners. In the second task 
the teacher is asked to discuss a common area of language teaching methodology and provide a 
rationale for approaches to teaching. Both tasks assess the teachers’ knowledge of language teach-
ing. There is no assessment of whether the teacher would actually be able to carry out the teaching 

Jo-Ann Delaney



Assessment and feedback

391

activity in the first task or would be mindful of the issues raised in the second task when in a 
classroom situation. These elements are, however, assessed in other modules of the qualification.

The practice of trainers and trainees: data and its origins

In this section we will look at the views of assessment from the point of view of those involved in 
the language teacher education process: trainees and tutors. The data were collected as part of a wider 
research project focusing on teacher knowledge and teacher learning on a pre-service teacher educa-
tion programme from two groups of trainees and tutors. The first group of 12 trainees, pre-service, 
were interviewed while they were undertaking their pre-service programme at three stages in the 
course. These were semi-structured interviews. A group of eight pre-service tutors’ views were gath-
ered through an online survey. All were currently working on pre-service courses. The data from in-
service trainees and tutors (three trainees, two tutors) was gathered though an online questionnaire. 
The in-service trainees had completed their programme within the previous year.

What is assessed?

Both trainees and tutors were in agreement that both the practical and the theoretical aspect of teaching 
were important to assess. The interplay between different aspects emerges from some of their comments.

The data below contains in part a summary of views and in part quotes from the trainee/
tutor as an illustration of the views.

Extract 25.1

In service trainees were asked which element of their course played the largest role in the 
tutors’ assessment of their teaching. They identified ‘written assignments’ as the most important.
In service tutors identified ‘classroom teaching’ as the most important factor in assessing.
In-service trainees and tutors were asked to agree or disagree with the following statements:

a. You can only judge a teacher’s understanding of pedagogy through watching them 
in the classroom.

b. A teacher’s ability to reflect on their teaching and express insightful comments is 
an indication of how good a teacher they are.

c. Good teachers should able to discuss language and pedagogy in academic assignments or 
tests.

Statement b) was agreed by less than half. The other statements were agreed by everyone.
Tutors’ comments also showed an ambivalence as to whether a trainee’s ability to reflect on 

their teaching was evidence of their ability. Two views from the pre-service tutors are given below.

My instinct is that trainees who lucidly identify issues and strategies should be given credit.
If they do a weak lesson but can pinpoint what went wrong and how they would improve it, it can 
count in their favour. If they can teach well but are not very perceptive I would not hold it against them.

Pre-service trainees identified the classroom practice as the most important element to be 
assessed. Comments included:

Actually it’s been about the teaching and the actual teaching practice and the feedback from that.
So we’ve got lectures, teaching practice – well I think whatever you do, if you’re able to put it into practice, if 
you’re able to do something, you know, rather than read it or whatever, I think that that’s the most valuable.
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Commentary on Extract 25.1

Trainees and tutors fully recognise that assessing teaching requires a number of different ele-
ments to be taken into account. Pre-service trainees seem more focused on the practical aspect 
and this is likely to be because it is the area which is more unfamiliar and challenging to them. 
For in-service programmes there is recognition that all elements should play a role in assessment. 
The fact that trainees feel their written assignments play an important role may be because these 
are more challenging to an experienced teacher. However, the different perceptions between 
trainees and tutors also suggests that there could be a lack of transparency in the way assessment 
processes are made explicit to trainees. There may be assumptions on the part of tutors, who may 
have been involved in such programmes for a number of years, that assessment criteria are trans-
parent, even though they may not be formally explained. Devoting time to discussing assessment 
at the start of, but more importantly, during each assessed element of the course would be a 
strategy which would facilitate a shared understanding of what was being assessed.

The reaction to the three statements about assessment indicate the view that theoretical 
knowledge and practical enactment in the classroom are intertwined and therefore we can and 
should assess both, as each is a reflection of the teacher’s ability. The only doubt is expressed in 
relation to the assessment of reflection and whether this is actually evidence of teaching skill. 
Tutors seem to feel that it may be an indication of ability but if a teacher is less able to articulate 
an evaluation of their practice, this is not necessarily evidence of lack of ability as a teacher. The 
focus on written forms of reflective practice in many teacher education programmes can mean 
that ‘assessment and evaluation distort the kind of reflection that individuals do’ (Mann and Walsh 
2013: 297).

Who assesses?

In the first section, the issue of the power relationship between trainee and tutor was high-
lighted. For trainees, not only does the tutor have the final say on the outcome of training, 
but they also derive their status from being more knowledgeable and more experienced. If we 
consider Brookfield’s discussion of how students feel like imposters when asked to evaluate, then 
trainees consider their tutors as the non-imposter expert. This may not sit well with views of 
teacher education which emphasise the collaborative learning experience between trainees and 
tutors. That is not to say that trainees did not value the views of their peers. However, it is the 
tutor assessment which is ‘proper’, as explained by the comments in Data 2.

The views in Extract 25.2 represent those expressed by pre-service trainees when  
interviewed and asked to talk about their experience of feedback from both their tutor and 
their peers. Their experience is from the specific context of teaching in ‘teaching practice 
groups’, where trainees plan and co-teach a lesson and groups of trainees observe and provide 
feedback on peers’ lessons

Extract 25.2

It’s been really, really useful having the feedback from the tutor, but also the feedback from the two 
other people in my group … then I could try putting into practice those – the bits that they – the 
tutor points out …
The experienced person is the one who is assessing you, so he or she knows their stuff.
The tutors are certainly more experienced, so I think I’d probably respect what they had to say. Each 
person needed to have their proper feedback from the tutor.
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For pre-service trainees who work together on teaching practice, an additional consideration 
was the fact that assessment by peers and by the trainees of themselves was influenced by the fact 
that trainees often said what they felt the tutor wanted to hear, a ‘fake’ reflection (Hobbs 2007). 
Since assessment was carried out in teaching practice groups, trainees felt that peers were more 
concerned with maintaining group cohesion and friendships with other trainees than making 
a realistic assessment. The comments in Extract 25.3 highlight the potential for falsehood to 
achieve these aims.

The views in Extract 25.3 are from the same group of pre-service trainees on their experi-
ence of teaching practice groups.

Extract 25.3

Trainee A

We try – rather bolster each other up than give – you know, because even if you try to give constructive 
criticism it can come across as negative.

Trainee B

I think it’s very difficult as a novice maybe to give constructive criticism, and it might have come across 
not constructive or something.

Trainee C

So being asked to criticise them when generally speaking we’re all saying to each other, ‘No you’re 
doing really well, you’re doing really well’, and then lo and behold in front of the teacher we go, ‘Oh 
you could have done that’ and it sort of feels wrong somehow.

In the process I felt like a bit of a – you know, a betrayer of the – because we have a – we have a 
bond between us.

When asked to comment on the veracity of trainees’ assessment of their own and peers’ 
teaching, they fully acknowledge some of the tensions between inviting reflective responses 
and simply asking trainees to second guess the tutor, whose job it is to assess and provide 
feedback.

The data below is from an online survey of tutors working on pre-service courses.

Extract 25.4

But there are so many other factors that play a role in what the trainees say in feedback: their rapport/
relationship with the trainer/each other; their general level of confidence, their previous educational 
experience (have they been able to be honest about their performance before or have they had to hide 
their real views?).

There is an understandable tendency for trainees to try to say what they think the trainer wants 
them to say to enhance their chances of a better evaluation. Again, this is very case dependent, 
though.

I think most are much more positive about their peers’ lessons because they don’t want to hurt their 
feelings, feel they are not in a position to ‘judge’ or think that is the trainer’s job!
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Commentary

The comments in Extracts 25.3 and 25.4 suggest quite a conundrum for language teacher edu-
cators in the use of peer and self-assessment, both as a pedagogic tool and as a way of reaching 
an overall assessment decision about a trainee. Trainees’ ability to reflect on their teaching is 
enshrined in most teacher education courses as an important part of teacher ability. Yet it could 
be suggested that much of what trainees say or write in their self and peer assessment is influ-
enced by their desire not to offend or show themselves up in a bad light, but more importantly, 
to be congruent with what they think the tutor wants to hear. In addition, the practice of self 
and peer assessment detracts from the fact that the tutor, as a more experienced and knowl-
edgeable teacher, is in a better position to make a more reliable assessment and that this is what 
trainees believe and respect.

Feedback

Trainees were asked to describe what they felt were the key ingredients of effective feedback, 
but also to provide specific examples of feedback they received which had been very impact-
ful on their development. In addition to the comments discussed below, the majority said that 
verbal feedback had a much bigger impact and that receiving feedback as soon as possible was 
important to its effectiveness.

The comments in Extract 25.5 were collected through interview (pre-service) and through  
online  questionnaire (in-service). All the comments relate to describing feedback which 
impacted on practice.

Extract 25.5

Pre-service trainees

Trainee A

He gave us some … he just gave us some practical examples of, you know, ‘this is something that you 
do. What you could do instead is this’. ‘This is some … a way you present this material, but what 
you could do instead is this.’ So that, it was really sort of specific to me and what I’d done in the past 
and what ways that I kind of … tendencies that I had towards certain, you know, methods in the 
classroom. So that was really useful.

Trainee B

I think what I’ve done is I’ve focused on very specific things to improve on and I think that’s 
made me able to improve overall just by – instead of thinking, ‘Oh I’m not that confident’, or, 
‘I shouldn’t be so worried’, or kind of big general things like that, actually to try and focus on 
specific areas and improve on those.

In-service trainees

Trainee C

Asking questions e.g. why did u use that exercise. When criticising explain the reason behind it.
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Trainee D

It regarded monitoring: what constitutes productive monitoring [of students working], and balancing 
between over-monitoring and being too ‘hands off’.

Trainee E

Discussion of the negatives and positives but mostly on positives, and ending with positive feed-
back. The tutor asked me to reflect on my own teaching before giving me the feedback. The tutor 
discussed criticisms constructively and shared his/her own experience of teaching, informing what 
worked and didn’t work so well.

Trainee F

Outline problems, guess the reasons, help with the solutions.

Commentary

A number of key themes are evident in the comments. The first is the importance of explor-
ing the rationale behind events in the classroom. Trainees valued being asked for some of the 
reasons for what happened but also being given reasons for the suggestions made by their tutor. 
This point ties in with the notion of teacher knowledge comprising both the action of teaching  
but also of the understanding behind action. It is clear from the comments that trainees want to 
be assessed and receive feedback in a way that incorporates both.

A second theme is the focus on specific points and suggestions. Trainees appreciate feedback 
which looks at individual aspects of their teaching. They consider advice related to very micro 
aspects of the lesson to be extremely helpful. The final comment above is from a pre-service trainee 
who was reflecting on a lesson which had been assessed as a ‘fail’. She felt that a changed focus to 
specific points in her teaching was the approach which helped her move on in her practice.

Trainees also feel they benefit from tutor feedback which includes specific suggestions which 
they can implement in their practice. Tutors are valued as experts who can provide detailed proce-
dural and concrete proposals drawn from their own experience. There might be a concern that such 
suggestions might become too prescriptive, however, it seems that trainees like to hear what they 
‘could do’ in some detail so that they have a palette of suggestions they might then choose from.

Moving practice forward

A number of areas have been highlighted thus far in relation to the assessment of teaching and 
providing feedback. In this part of the chapter we will look at some practical ideas which teacher 
educators could implement in order to address some of the issues raised in previous sections in 
relation to assessment.

Transparency of what is being assessed

Trainees and tutors are aware of the complexity of assessing teaching and the interplay between 
theory and practice. Often this is not as explicit as it might be, as in the example of trainees feeling 
their written assignments were more important than their classroom teaching (See Extract 25.1). 
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Table 25.1 Suggested evidence sheet

Criteria We will look for evidence of this in

Manage groups of learners effectively Teaching practice
Analyse language effectively for teaching Lesson planning

Assignments
Develop learners’ pronunciation Teaching practice
Identify areas for development in your teaching Feedback on teaching practice

Teaching practice
Reflective log

It is not necessary to have this as a written document. Discussions during initial parts of a course 
could focus on raising trainees’ awareness. In this way, trainees are clearer on how their theoreti-
cal understanding of, for example, language areas, is also evidenced in planning for lessons. An 
important area to open up to discussion is the notion of ‘weighting’. Although it is impossible to 
provide quantitative measures of which aspects of the course are more important, it is vital that 
as tutors we at least acknowledge this concern and perhaps provide some reassurance.

Who is assessing: definition of roles

At the start of this chapter the dual support and assessor role of the tutor was discussed. These 
two roles can sometimes be difficult to unify, particularly when the tutor is working with a 
trainee who is struggling to meet the requirements of the course. There may also be a reluctance 
on the part of the tutor to emphasise their assessor role as this can seem to undermine their part 
in supporting and developing the trainee. For pre-service courses, in particular, trainees may be 
unaware of the assessment role of the tutor. Unfamiliarity with such programmes may mean 
trainees expect the ‘teacher’ to teach, set tasks and mark homework. It is questionable whether 
trainees are, or can be, made fully aware of the assessment expectations when they are being 
interviewed for their course.

However, trainees acknowledge and value the ‘expert’ role of the tutor. This would suggest 
that tutors should not be reluctant, where appropriate, to take the lead in feedback and in course 
documentation, to highlight the fact that their assessment decision is the one which actually 
carries weight in the course processes. It is a statement of honesty which will not automatically 
result in trainees contributing less in feedback. In fact, it might actually encourage trainees to 
comment on their teaching and their peers’ lessons as they know that they do not carry the 
‘imposter’ burden of assessment.

When peers are asked to evaluate teaching, the tendency is to either not say what they think 
because of worry about upsetting others or to say what they think the tutor wants to hear. On 
a teacher education programme which has a number of opportunities for peer assessment, some 
of this could be done without the tutor present. The group could then complete a collective, but 
anonymous, feedback summary which would then be discussed with the tutor.

There are a number of ways that more transparency can be achieved. Some of these are generally 
implemented in course documentation: syllabus and assessment guidance, assessment criteria 
or course handbooks. Lists of criteria, for example, against which trainees can evaluate their 
progress are helpful. Possibly more important is an open and transparent discussion of where and 
how different elements are assessed. A suggested ‘evidence sheet’ might look something like this:
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Assessing the doing and the knowing

If teaching practice is the main focus of assessment, then it is important to capture teaching 
in a more permanent way so that they are not fleeting events and so that they can be used to 
interrogate underpinning understanding. The most obvious means of doing this is to video the 
lesson. There are a number of cheap and easy options to do this, including smart phone and 
tablet applications which allow for high quality recording. Once the lesson has been videoed, 
the issue of storage and access arises. Many institutional virtual learning environments (VLEs) 
are limited in storage capacity. There are many options to store videos in the cloud and to grant 
trainee and tutor access where appropriate. Options to engage in commentary on the videoed 
lesson through electronic posts or message functions allow opportunities for trainee and tutor 
to reflect in more depth. Trainees appreciate the opportunity to explain why they took various 
teaching decisions and this explanation allows tutors to assess their understanding of pedagogy 
rather than assessing the classroom practice from a subjective observer perspective.

Feedback

The elements of feedback highlighted as valuable by trainees included a focus on the detail of 
practice and a willingness of tutors to offer practical suggestions. A suggestion would be for 
tutors to reflect on whether they feel it is ‘wrong’ of them to lead the feedback and to input their 
viewpoint. Trainees seem to be able to differentiate well between suggestions and prescription 
and perhaps tutors could be less reluctant to provide concrete examples of things trainees could 
implement to facilitate their development.

Peer feedback

Feedback by peers can be facilitated by the use of a system of synchronous chat during teach-
ing practice. This allows peers and tutors to engage in a dialogue about the ongoing lesson. The 
importance of dialogic reflection is highlighted by Mann and Walsh as it ‘allows potentially 
richer articulation and analysis (Mann and Walsh 2017: 39). Tutors can prompt peers to reflect on 
what is actually going on at the moment of teaching. There are a number of online tools which 
facilitate this and which can allow a group of trainees to communicate, and the trainee who is 
teaching to read the ongoing comments after the lesson to help them with self-assessment.

An example of this is given below in an extract from a chat. Trainees are observing their peer 
trainee teach and are able to access the chat online as they watch. Rather than make notes which 
might be discussed after the lesson, they are able to engage in immediate and synchronous com-
mentary on what they are observing, in a dialogue with other trainees and the tutor. Everyone 
can view the contributions. In the extract, trainees are noticing and assessing the lack of success 
of the teacher’s instructions. Through prompting, the tutor is able to make them aware of better 
alternatives. The focus on specific teaching strategies as they happen allows the discussion to be 
more relevant and more memorable.

Extract 25.6

Trainee 1: I’m not sure they understood that instruction… match the…
Trainee 2: I don’t think so either, those two in the corner are just reading the first sheet.
Tutor: What was the problem?
Trainee 1: She said it too quickly?
Trainee 3: She also had her back to them.
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Tutor: What would a better way be?
Trainee 2: Hold up the sheet… hold up and point and then show match.
Trainee 3: Or do one… an example.

Breaking the paradigm

One of the issues highlighted above is that trainees are likely to self and peer assess in the para-
digm which they feel the tutor expects. One such paradigm is asking for ‘strengths’ and ‘areas for 
development’ thereby establishing a pattern which the trainee feels obliged to follow. There are 
some suggestions for breaking with this paradigm, which may encourage trainees (and tutors) to 
think a bit differently about how they frame feedback.

Feedback from the student perspective

Trainees could be asked to focus on one particular student during their lesson. They then give 
an evaluation (spoken or written) from the perspective of the student. This is also very effec-
tive if there are peers observing the lesson as they are in a better position to notice the reaction 
of a student. Feedback could then be done as a role play between the ‘student’ and the trainee. 
This strategy is particularly useful for highlighting issues around poor clarification strategies. 
Often the trainee may not notice when learners do not understand because they are focusing 
on their activities. Considering everything from the learner perspective can be very insightful. 
The trainee observer or the trainee can then write their feedback from the learner perspective. 
An example is given below.

Change the genre of written feedback

When writing feedback, trainees will often follow a prescribed formula, again usually following 
the ‘strengths’/‘areas for development’ model. There are many examples of pro forma feedback 
sheets for both trainee and tutor which follow this model. Sometimes it is more effective to 
disrupt the pattern and perhaps arrive at a more honest feedback and this can be done by asking 
trainees to write in a different genre.

An example is given below. In a series of lessons the trainee struggled with using repeti-
tion as a strategy for developing learners’ pronunciation. He was unable or unwilling to 
vocalise his discomfort with asking groups of students to chorally say words and phrases. 
When set the task of reflecting on his lesson in the form of a gothic novel, his discomfort is 
made evident.

Point of view (student)

The teacher seemed nervous tonight. He spoke very quickly at the beginning of the lesson. When 

he said the word ‘grammar’ I thought he was going to cry! When he was writing up the examples 

he didn’t look at us at all. This doesn’t usually happen. Normally he’s very friendly. I put up my 

hand to ask him a question but he didn’t seem to notice me. When my friend asked a question, 

he asked her. The answer he gave wasn’t very clear, but then we did this game and by the end 

my friend and I understood the grammar.

Jo-Ann Delaney
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Gothic story

The rain beat against the windows of the room. Inside were 10 victims sitting in a circle. They 

looked afraid. Their torturers sat at the back. One of them stood up and wrote some strange 

signs on the wall………… Then she said some strange words and made the victims repeat them. 

Except the victims couldn’t get it right. Every time they got it wrong the torturer said it again 

faster and louder but it didn’t make any sense.

Conclusion

The existence of prescribed programmes and assessment schemes can encourage us to follow a 
pattern of assessment and feedback which we assume is understood by our trainees. There are a 
number of questions about given patterns which have been raised in this chapter.

One question is the potentially disparate views as to what is being assessed. The kinds of 
knowledge which make up the concept of ‘teaching’ can influence an assessor’s decision about 
a teacher. It is important that there is a shared understanding of what the assessor is consider-
ing and why. Another question raised is the extent to which the trainees’ ability to demonstrate 
that they can reflect on their teaching to improve practice is considered. The problematic 
nature of assessing reflection has been highlighted in this chapter and needs to be considered 
by tutors so that they do not conflagrate a trainee’s ability to talk about teaching and their 
ability to teach.

Strategies for assessing and giving feedback were discussed and trainees’ views suggested the 
importance of a focus on procedural knowledge in feedback as a means to understand theo-
ries and concepts. Ideas for facilitating valid assessment were proposed and the importance of 
technology was highlighted. Technological tools provide both synchronous and asynchronous 
means of looking at teaching practice, providing both trainee and tutor with a way of express-
ing immediate and delayed views and promoting a more holistic reflection which is not as 
influenced by momentary contexts such as the presence of the tutor or the stressful situation of 
teaching practice.

It is unlikely that assessment will cease to be a part of teacher education. Qualifications, 
standards and evidence of professional development are all part of a teacher’s professional life. 
This chapter has looked at ways of making this assessment better at promoting teacher learning 
and development, of making assessment a tool for learning.

Further reading

Poulter, M. and Wilson, R. (eds) (2015) Assessing Language Teachers’ Professional Skills and Knowledge. Cam-
bridge: Cambridge University Press.

 This is a selection of chapters of how language teachers are assessed across the range of Cambridge 
English Teaching Award programmes. Use is made of large scale data sets generated from an interna-
tional candidature.

Howard, A. and Donaghue, H. (2014) Teacher Evaluation in Second Language Education. London: Bloomsbury.
 An overview of key themes, and controversies, in current practice in assessing teachers’ practice in a 

range of contexts.
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Introduction

As chapters in this volume describe, teachers learn how to teach in different ways. In formal 
teacher education courses, there is often a practicum of some kind in which teachers in training 
(‘trainees’) practise their skills, either with peers (often called microteaching) or with real students 
(often called teaching practice). In these contexts, a teacher educator (‘trainer’) will normally be 
present and he/she will observe and afterwards will discuss the lesson with the supervisee. This 
discussion is called ‘post observation feedback’ or ‘post observation conference’ in the literature 
and, as we will show in this chapter, it can be both a useful and painful experience.

Employers may also introduce observation and feedback as part of a process of appraisal. 
Although teachers may have many years of experience and advanced qualifications in teach-
ing, they may still be required to present a lesson for evaluation and discussion. In this context 
‘employer’ and ‘employee’, share some similarities with the trainer and trainee. In this chapter, 
we use the generic term ‘supervisor’ for the trainer/employer role except where it is analytically 
relevant to refer to the trainer or supervisor. Trainees and employees are therefore ‘supervisees’.

Our aim in this chapter is to provide an introduction to post observation feedback and to dis-
cuss a number of key issues in this area. In the first section we will describe features that are central 
to the feedback conference, including its linguistic characteristics, its purposes and its value. Next, 
we will consider key debates and current issues in feedback. In the third section we discuss ways 
of helping participants better understand feedback. Finally, we will look to the future and identify 
areas that are currently drawing researchers’ attention, as well as other areas that would benefit 
from further research. Throughout, we will draw on data collected during our research on post 
observation feedback conferences in pre-service and employment contexts to illustrate our points.

Feedback: central features

The feedback conference described

The feedback conference happens after a lesson has been taught and observed. If the conference 
takes place immediately after teaching and observation (or after a short break) it is called ‘hot’ 
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feedback and if it takes place after a delay, it is called ‘cold’ (or ‘cool’) feedback. The conference 
can last for any length of time but generally takes around 45 minutes to an hour. Usually the 
supervisor and supervisee(s) meet in a quiet, private space to discuss the lesson. Often the super-
visor will have completed a standard observation form (usually based on assessment criteria) 
issued by the employer or designed by the institution or an awarding body, and this may be the 
focus of the discussion.

Feedback is a kind of ‘institutional talk’ (Drew and Heritage, 1992; Roberts, 2013) and tends 
to display the characteristics laid out by Drew and Heritage (1992). Specifically, it involves an 
orientation by participants to a goal (in the simplest terms, identifying the strengths and weak-
nesses of a lesson with a view to improving practice) and there are therefore constraints on 
how participants act and what they may say (for example, supervisors generally do not shout 
at supervisees and supervisees generally do not disagree with supervisors). At least one par-
ticipant represents a formal organisation (Roberts, 2013), the supervisor in this case, and this 
means that he/she is in a powerful position. Institutional talk is also associated with ‘inferential 
frameworks’ and procedures specific to the particular context (Drew and Heritage, 1992: 22). 
In feedback conferences, this means that supervisors and supervisees orient their talk to assess-
ment/developmental criteria (see Purposes below) and tend to use particular linguistic forms in 
their talk, for example, hedging to deliver criticism (see Face below). Power differentials make 
feedback conferences asymmetrical and ‘there is a direct relationship between status and role, 
on the one hand, and discursive rights and obligations, on the other’ (Drew and Heritage, 1992: 
49). Supervisors ask questions, take long turns and deliver evaluations and advice; supervisees 
answer questions, listen, and demonstrate they have taken on board advice proffered. Given the 
institutional nature of the feedback conference, it is not surprising that researchers have been 
interested in identifying its generic features. Waite (1992), for example, identified three main 
phases in his research on dyadic feedback in an in-service context: supervisor’s reporting phase; 
supervisee’s response phase and a programmatic phase. Copland (2010) identified five phases 
in group feedback on a pre-service certificate programme: trainer feedback phase; trainee self-
evaluation phase; peer feedback phase; other talk about teaching phase (Waite’s programmatic 
phase) and questioning phase.

Most post observation feedback conferences are dyadic, featuring an observer (trainer, super-
visor, mentor, or peer) and a teacher or trainee teacher. Reflecting this, much of the research 
focuses on dyadic feedback. However, a large number of trainees on initial TESOL certificate 
courses such as CELTA experience feedback in a group format i.e. one trainer and a group of 
trainees. In this scenario, trainees also observe each other. Interestingly, Copland (2012) found 
that group feedback rarely included multi-party discussions, with talk tending to be between 
the trainer and one trainee, with the other trainees positioned as listeners, and trainees directing 
both their talk and their attention to the trainer, who also had the right to self-select, interrupt, 
and nominate who will speak. Copland also found that peer feedback was a source of tension 
for some trainees who struggled to negotiate the ‘rules of the game’ of this particular type of 
discourse (Copland 2010).

Purposes

There are two main reasons for providing feedback on teaching: evaluation and development. In 
teacher education programmes, where there are criteria for the supervisee to meet during the 
lesson, such as ‘gives instructions effectively’ or ‘provides useful practice activities’, feedback will 
usually, in part at least, evaluate how well they were fulfilled. In Extract 26.1, taken from around 
halfway through a pre-service 120-hour CELTA (Certificate in English language teaching to 
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adults) programme, the trainer explicitly focuses on the aims of the lesson, of which trainees 
are required to demonstrate an understanding (Trer = trainer and Tree = trainee; there are two 
other trainees present):

Feedback extract 26.1

1 Trer: but let’s think about your overall ai:ms for the
2 lesson cos I mean I know however people sort of hear
3 the =
4 Tree: = mhm =
5 Trer: = word aims and shudder but I mean that’s the
6 starting point it’s what I want my learners to
7 achieve what I want them to get better at what I
8 want them to take away from the lesson so what were
9 you hoping that your learners would get better at?

10 Tree: Just like I was hoping that they would sort of be
11 able to get together and plan a role play together
12 (.) and use  ((inaudible))
13 Trer: is being able to p1 ((quickly)) sorry to interrupt
14 is being able to plan a ((slowly)) ro:le play (.) an
15 appropriate aim for a language lesson?
16 Tree: (.) mmm (.) no

Features of institutional talk outlined above are present in this extract. The participants are 
orienting to the task of identifying strengths and weaknesses in the lesson. Participants are osten-
sibly polite in that they orient to each other’s face needs to a certain extent (the supervisor ‘apol-
ogises’ for interrupting the supervisee, line 13). The supervisor represents both the institution in 
which he/she works and the body which awards the teaching certificate. Furthermore, the talk 
is clearly asymmetrical: the supervisor asks the questions and delivers the evaluation (inherent in 
line 13ff). By the end of this short extract, the supervisor has made the point that planning a role 
play is not an appropriate aim for a language lesson and while the supervisee may not agree, he/
she accepts the point. Kurtoǧlu-Hooton (2016), calls this kind of negative feedback ‘corrective’ 
and suggests that it is akin to ‘a gentle telling off ’ (p. 10). Nonetheless, it is common practice as 
Copland (2011), Louw et al. (2016) and Kurtoǧlu-Hooton (2016) have shown.

When employees are observed, evaluation is paramount. As Donaghue (2016) points out, 
an unsuccessful observation can have serious consequences for employees in terms of keeping 
a job or being considered for a salary increase or promotion. In these contexts, employees will 
often meticulously prepare their observed lesson, ensuring that they do their best to demonstrate 
a range of high level teaching skills and to meet institutional criteria. Feedback often focuses 
explicitly on the criteria (see Extract 26.6) and the employee may need to challenge a negative 
evaluation or promise to seek support for their teaching if the feedback is not positive.

In teacher education contexts, supervisors will try to ensure that feedback is developmental 
as well as evaluative, although given time limits (see below) it is often difficult to do so. Devel-
opmental talk provides supervisees with the opportunity to discuss the lesson from their own 
point of view, explaining their decisions, impressions and feelings. Developmental talk is often 
connected to reflective practice, that is, an approach that situates the teacher at the centre of 
his/her own developmental trajectory (see Mann and Walsh, this volume, and Mann and Walsh, 
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2017). To encourage development through reflection, supervisors will often ask questions that 
focus on the supervisee’s needs and interests rather than on the evaluative criteria or their own 
interests. In Extract 26.2, the supervisor works with the supervisee to help him/her work out 
his confusion about why a task has been successful.

Feedback extract 26.2

1 Trer: What are you saying?
2 Tree: I’m saying (.) they really liked it ((small laugh))
3 and I’m really confused and I’m saying that I’m
4 struggling to reconcile my thoughts on my own
5 learning

As can be seen, the supervisor is not focusing on the mechanics of teaching or the evalua-
tion criteria but working with the supervisee to develop his knowledge and understanding of 
TESOL pedagogy. Importantly, the question the supervisor asks (line 1) does not have a right 
or wrong answer and the supervisor does not know how the supervisee will answer. This is a 
feature of dialogic teaching (Nystrand et al., 1997) which can be an effective way to support 
supervisees’ development.

Why is feedback important?

For many supervisees and employees, post observation feedback is a valuable educative experi-
ence. It can be informative and engaging, revealing to supervisees and employees why their 
teaching appears to be successful (or not) in different contexts. As Watson Davis (2015) explains, 
‘Observation plays a fundamental role in improving the quality of teaching and learning … 
it is a powerful way to inspire and motivate’. A number of researchers have noted the positive 
effect feedback has had on supervisees when they recognise and understand why their teaching 
has not been successful, for example Hyland and Lo (2006) (who call this ‘a catalytic moment’ 
p. 167), Copland and Mann (2010), and Kurtoǧlu-Hooton (2016), who argues that change hap-
pens as the result of confirmatory feedback.

An important purpose of feedback is to introduce supervisees and employees into ways 
of doing things in the profession or institution so that they can play by the rules of the game 
(Bourdieu, 1977). Learning how to talk about teaching, through acquiring its vocabulary and 
behaviours, or learning the expectations of an institution, through developing an understanding 
of what is considered good practice, supervisees and employees can develop a feeling of belong-
ing at the same time as becoming more easily guided or coerced by those in control of the game 
(i.e. awarding bodies and institutions). This double-bind can cause supervisees and employees to 
feel both empowered and threatened by feedback. Pre-service teachers often feel empowered 
as they gain teaching skills and begin to feel part of a community, although they may also be 
discouraged by the realisation there is a lot to learn. In contrast, employees can feel their teacher 
identities are under threat as their personal teaching values, often developed over many years, 
may clash with those of the institution.

Linked to socialisation into the field, feedback can also be used as a gatekeeping device. As 
Roberts (2013) argues, ‘the notion of gatekeeping implies the “objective” assessment of appli-
cants’ (p. 86) to ensure they are able to carry out the roles and responsibilities of, in our case, 
an English language teacher. However, as Erickson and Schultz (1982) argue and Roberts and 
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Sarangi (1999) and Copland (2010) show, gatekeeping encounters are rarely neutral and supervi-
sors reject or downgrade supervisees because they do not fit, either because of their interactional 
style or because they do not exhibit co-membership of a group or community. Gatekeepers, 
therefore, may reject or discourage applicants to the field based on their attitude rather than on 
their skills or potential. In Extract 26.3 from a pre-service certificate programme, a trainer is 
explaining her views on a trainee who has been negatively evaluated by all the staff.

Interview extract 26.3

She never really convinced me that she was that interested actually in the learners, to be 
honest, or in teaching or in developing herself. Erm, and I found her quite closed-minded, 
in terms of what had happened in her sessions, or other people. I just don’t think she was 
that interested and I think that came across in her own development.

As can be seen, the trainer seems not to be basing her judgement of the supervisee on the assess-
ment criteria (such as giving clear instructions) but on her interpretation of her motivation for 
teaching. Copland (2010) suggests that this trainee’s interactional style both in class and in the 
feedback conferences was the main reason she was negatively evaluated, although none of the 
supervisors identified these areas explicitly as issues. The supervisee passed the course but only 
marginally and her reference was therefore less than glowing.

In this section we have described features that are central to the feedback conference, includ-
ing its characterisation as institutional talk, its purposes and its value. In the following section we 
will elaborate on some of these areas as we examine current issues in the research into feedback 
conferences.

Key debates and current issues

Models of feedback

Within the literature on post observation feedback, different models of supervision have been 
proposed (e.g. Freeman, 1982; Gebhard, 1990; Wallace, 1991; Farr, 2011 for detailed overviews). 
These models are often visualised on a continuum with prescriptive and collaborative styles 
(Wallace, 1991) at either end. In a prescriptive/directive approach, the supervisor is seen as an 
authority who will offer opinions and prescribe actions for the teacher to adopt. This model 
relies on the supervisor being able to identify and describe effective teaching as well as recog-
nise influential contextual factors (Farr, 2011). A prescriptive model may hinder teacher reflec-
tion, experimentation and independence but teachers (especially novices) often value direction. 
A collaborative style of supervision involves the teacher and observer working together as equals 
to solve problematic classroom issues in a process of observation and discussion, exploration and 
resolution. This model may encourage teachers to reflect and take ownership of their teaching, 
but less experienced teachers may lack the knowledge and experience needed to make teaching 
decisions (Farr, 2011).

Vásquez and Reppen (2007) maintain that there has been a historical shift away from pre-
scriptive or evaluative styles of supervision to models intended to promote teacher reflection. 
Farr’s (2011) study, however, uncovers an ongoing tendency for supervisors to be directive, and 
this is supported by other recent empirical research (e.g. Copland et al., 2009; Hyland and Lo, 
2006; Louw et al., 2016). Studies have also identified a divergence between supervisors’ espoused 
beliefs about appropriate models of feedback and the way feedback is actually conducted. Most 
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discrepancies involve supervisors professing to value a collaborative, reflective approach, but in 
practice adopting a directive approach (e.g. Donaghue, 2015; Delaney, this volume; Farr, 2011; 
Hyland and Lo, 2006; Louw et al., 2016). Instead of encouraging dialogue, observers prescribe 
and evaluate while teachers are passive, mostly contributing information and accepting tutors’ 
comments. Thus, supervisors rather than teachers do the reflective work of ‘noticing, unpacking 
and processing’ (Baecher and Beaumont, 2017: 66). The tendency to directive supervision prompts 
Farr to ask:

As a profession, we need to ask ourselves why this is still the case after strongly directive 
supervision was first criticised as being inadequate and inappropriate over 30 years ago.

(Farr, 2011: 174)

While supervisory models may offer practitioners a useful way of thinking about feedback, 
they are theoretical constructs which may not reflect ‘real life’ feedback with its complexity, 
constraints, and contextual variation. Factors such as teacher experience, classroom realities and 
differences, the purpose and expectations of feedback, the relationship between observer and 
observed, and teacher motivation, interests and anxiety will all influence how feedback plays 
out. For example, supervisory models assume that supervisors have more knowledge than the 
observed teacher and the choice of feedback style rests with the supervisor. In in-service con-
texts however, teachers as well as supervisors can affect the content, direction and goal of the 
feedback meeting, and the teacher often has more knowledge than the supervisor (Donaghue, 
2016). Farr suggests that, as with language teaching, ‘we are in a post model era’ (2011: 23), and 
recommends we move on to view feedback as situated, collaborative, co-constructed and mutu-
ally reflective.

Researchers have identified various factors which contribute to the dominance of directive 
feedback. One factor is a lack of training for observers (Copland, 2010; Farr, 2011). If training is 
available, the type of training observers receive may also influence how they conduct feedback. 
For example, Ma (2009) points out that because trainer training on initial certificate courses is 
done through mentoring and shadowing an experienced tutor, tutors in training may not be 
exposed to more dialogic or reflective examples of feedback. Contextual constraints such as 
lack of time and heavy workload also contribute to observers adopting a more prescriptive style 
(Copland, 2012; Donaghue, 2015; Farr, 2011). Kobayashi (in preparation) explains that the feed-
back conferences she observed with undergraduate students were open-ended. Videos of the 
lessons were played to support recall, and ample time was made for detailed discussion, ensuring 
that the conferences concluded when the participants were all sure that the main points had 
been covered. However, she also notes that this approach is unsustainable outside a research pro-
ject as a supervisor’s schedule could not usually accommodate either the time commitment or 
the flexibility. This is highlighted by the interview comment in Extract 26.4 from a supervisor 
whose duties include an annual 1-hour observation of each of the teachers in his large team.

Interview extract 26.4

The biggest constraint is time. Fitting them in, you know? For example, I’ve got something 
like 41 English teachers that I need to observe, but if you think each observation, if you’re 
going to do it properly you’d look at their lesson plan and give them feedback on that 
before they went in, you’d then observe the lesson, write it up, have the feedback session. 
You could be looking at three or four hours per person. And obviously, if you multiply that 
by the number, that in itself would become almost a full-time job.
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Hall (2017) suggests that the lack of time for feedback means that many tenets advocated in 
reflective practice, such as using data-led approaches (as recommended, for example, by Mann 
and Walsh, 2017) are not practical. In his research with Japanese in-service junior high school 
teachers in their first year of teaching, feedback conferences were nearly always snatched 
from time usually dedicated to other purposes (such as preparing classes) and rarely lasted 
longer than 30 minutes. This allows for a scant discussion only of the issues both the supervi-
sor and supervisee bring to the table and no time at all for examining data such as diaries or 
transcripts.

Face

Many researchers come to their studies with an interest in how post observation feedback 
conferences seem to be effective or not, leading many to investigate the pragmatics of feed-
back. Previous research has recognised that there is often much at stake in the post-observation 
feedback conference and it is a challenging speech event to manage (Copland, 2008). Although 
feedback talk can be confirmatory i.e. recognising positive aspects of an observed lesson, it can 
also be ‘corrective’ (Kurtoǧlu-Hooton, 2008) i.e. it can focus on weaknesses, and can include 
evaluation (Copland, 2008; Farr, 2011) and criticism (Wajnryb, 1994). This aspect of feedback is 
potentially face threatening. Within the growing body of empirically grounded research looking 
at the discourse of feedback, a recurrent focus of analysis is how observers manage giving criti-
cal feedback while taking into account the face needs of the observed teachers. Wajnryb (1994) 
was perhaps the first to work in this area: she identified how supervisors’ concerns are reflected 
in the language that they use. Importantly, Wajnryb (1994) identified the importance of face 
in feedback talk and showed how supervisors worked hard to maintain supervisees’ face needs 
despite having to deliver negative messages (for a full discussion of face, see Goffman, 1967; 
Arundale, 2010; and Donaghue, 2016). Indeed, Wajnryb (1998) suggested that supervisors found 
it difficult to walk the line between providing a clear message to supervisees and doing positive 
face work and warned that this ran the danger of ‘fuelling misconceptions’ (1998: 541) by giving 
supervisees’ the option of not taking up negative appraisal. This finding has clear implications 
for the effectiveness of feedback: if it is equivocal, then the message may not be communicated. 
If it is too blunt (in face terms, bald on-record, Brown and Levinson, 1987) supervisees might 
be too affronted to assimilate and accept the message. Extract 26.5, from a feedback conference, 
demonstrates this tension (see too, Copland, 2011).

Feedback extract 26.5

1 Trer: I think, it’s probably, I mean three’s okay but
2 probably pairs is ideal for comparing answers to a
3 listening or something cos it’s least threatening
4 you know when you you can really feel stupid
5 sometimes can’t you because sometimes you can’t
6 understand something you tend to feel a bit it can
7 make you feel a bit stupid so having to kind of
8 reveal that to more people is a bit more threatening
9 so I think just sharing it with a partner is just

10 probably the least threatening way to do it.

Fiona Copland and Helen Donaghue
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The message the supervisor wants to give is this: students should compare answers before the 
teacher checks in plenary. However, the message is difficult to hear as it is mitigated by modal 
verbs (underlined), vague utterances (bold) and modal adverbs (italics). Tracy (2008) calls this 
kind of language work, ‘positive jewelry’ (p. 187) and suggests that it is used to mask a face threat-
ening act (Brown and Levinson, 1987). The question is whether the trainee can see through the 
mitigation to the message or whether, as Wajnryb (1998) warns, the message is obscured by it.

Since Wajnryb’s seminal work, Hyland and Lo (2006), Vásquez (2004), Copland (2010, 2011) 
and Donaghue (2016) have all found face a valuable analytical lens through which to examine 
feedback. Recent work has focused on how both supervisors and supervisees negotiate face on a 
turn-by-turn basis in order for feedback to proceed smoothly (Copland, 2011) and how identity 
can influence the ways in which supervisors and supervisees conduct face work (Donaghue, 
2016). These studies have contributed to understanding the complexity of the interactional 
work that both supervisors and supervisees engage in so that feedback can move along effectively.

Power

Studies investigating post observation discourse have identified asymmetrical power relation-
ships between feedback participants. Trainers or supervisors manifest power by typically initiat-
ing topics, controlling the floor and taking longer turns (Copland, 2008; Hyland and Lo, 2006; 
Vásquez, 2004; Waite, 1992) with trainee teachers often uttering only single minimal responses 
(Vásquez, 2004). Copland (2012) looked in particular at how topics and speaking rights are 
established and negotiated. Her study found that although trainees were always given the oppor-
tunity to comment on their own lessons, it was the trainers who controlled how topics were to 
be understood, and the trainers’ views on language teaching pedagogy which were transmitted 
through practices such as statements regarding best practice and privileging trainers’ opinions 
through self-selections, interruptions and long turns. Trainees were expected to listen to the 
trainers and accept their views. However, Copland (2008) also found that trainees sometimes 
resisted the hegemonic order. Trainers’ power was contested by trainees sometimes refusing to 
take part or accept pedagogic practice, or challenging the trainers’ view of classroom practice. 
Donaghue (2016) also identified instances of teachers enacting powerful identities by defend-
ing their classroom actions, resisting advice, demonstrating superior knowledge, and contesting 
supervisors’ grades. However, Copland (2008) and Donaghue (2016) both found that trainers 
and supervisors responded to these challenges by negotiating back to powerful positions.

Identity

Despite a growing interest in language teacher identity (Barkhuizen, 2017), very little research 
has examined the negotiation of identities during feedback talk. This is surprising because the 
feedback conference gives ‘recurrent opportunities for teachers to construct a sense of themselves in 
relation to their teaching environments’ (Urzúa and Vásquez, 2008: 1936), and feedback talk has 
the potential to both facilitate and illuminate teacher identities. To our knowledge, only three 
studies to date have examined identity in feedback. In a pre-service context, Urzúa and Vásquez 
(2008) examined instances of novice teachers talking about the future and constructing identi-
ties involving power and expertise. Riordan and Farr (2015) investigated narratives during face 
to face feedback and online discussions between student teachers and trainers, and report that 
student teachers constructed identities of novice and knowledgeable/confident teachers as they 
recounted difficulties and discussed their mental states and thoughts.
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Donaghue’s (2016) study of in-service teachers and supervisors also revealed that feedback 
participants indexed identities involving power, expertise, and experience. Supervisors invoked 
the identities of manager, leader, assessor, advisor and institutional representative, while teachers 
projected identities of competent, experienced professional and responsive, reflective, committed 
teacher. As well as these positive identities, disvalued identities were also made relevant such as 
inexperienced teacher and unknowledgeable supervisor. Context influenced identity work as 
participants co-constructed identities which were institutionally valued such as technologically 
proficient and enthusiastic teacher and skilled classroom manager.

This section has discussed some of the issues of current interest to researchers of feedback. In 
the next section we look at ways of helping participants better understand and manage feedback 
with a view to helping participants make feedback more effective.

Understanding feedback

Helping teachers manage feedback

Observed teachers, especially those new to feedback, often have difficulties understanding the 
norms of self-evaluation practices and reflection (Copland, 2010). To help overcome this diffi-
culty, Copland (2010) recommends using a variety of feedback modes (e.g. peer, trainer led, pairs, 
groups, formal, informal). In addition, she suggests introducing an induction session preparing 
trainees for feedback. Farr (2015) also offers useful advice to help prepare student teachers for 
feedback. She suggests teachers prepare by identifying a particular focus, reviewing relevant 
evidence such as lesson recordings, student feedback, peer discussions, or student work, and then 
producing a written reflection to take to their feedback meeting. Farr also recommends that the 
trainer and trainee negotiate the approach and content of the feedback meeting in advance, and 
that trainees record the meeting to examine their own contributions, noting ways they think 
they could increase the quantity and quality of their contributions.

A useful way of narrowing the focus of the feedback conference is for the observed teacher 
to select one or two ‘critical incidents’ to discuss. Critical incidents are significant or interesting 
moments (positive, negative or neutral) from the observed lesson. Iyer-O’Sullivan (2015) ques-
tions the standard practice of describing and reflecting on a whole lesson (often in chronologi-
cal order), as well as general questions commonly used by tutors such as ‘How do you think 
that went?’ or ‘What would you do differently?’. She maintains that these practices can result in 
feedback which is negative, shallow and descriptive, with a tendency to be initiated, led and con-
trolled by the tutor. Iyer-O’Sullivan (2015) argues that inviting teachers to identify one event 
and helping them examine and analyse this event through guided questions can foster deeper 
reflection (see also Kobayashi in preparation).

Helping observers understand feedback

Supervisors/trainers/observers have limited opportunities for professional learning (Baecher 
and Beaumont, 2017), despite the fact that teacher learning and development depends on 
teacher educators. Teacher educators working in TESOL need opportunities to practise what 
they preach and show that they are themselves committed to reflective practice (Mann and 
Walsh, 2015). By promoting a spirit of inquiry and research, educators can act as role models 
but can also develop the ability to identify their own strengths and weaknesses and find ways to 
enhance their practice.

Fiona Copland and Helen Donaghue
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A number of researchers have suggested using data from feedback recordings to help train-
ers or supervisors become critically aware of their professional talk and help them shape their 
own practice (Copland, 2012; Copland et al., 2009; Farr, 2011; Vasquez and Reppen, 2007). 
In comparison to the considerable research into teacher talk in classroom settings, there has 
been relatively little examination of trainer or supervisor talk in teacher education contexts, 
including the feedback conference (Engin, 2013). Donaghue and Oxholm (2017) describe the 
‘uncomfortable, sometimes horrifying’ (p. 158) realisation gained from analysing transcripts from 
post observation feedback meetings that their own interactional practices often limited student 
teachers’ opportunities for reflection: ‘we talked too much, often interrupting students, putting words in 
their mouths, finishing their sentences and reflecting for them’ (p. 158). Analysing feedback talk helped 
these tutors raise awareness of and critique their own practice as well as put in place strategies 
for improvement. In a similar vein, Vásquez and Reppen’s (2007) longitudinal study identified 
areas for supervisor/researchers to change and improve their practice by building and analysing a 
corpus of their feedback talk. Farr (2005) also used a spoken language corpus of dyadic feedback 
interactions between university-based ELT trainers and trainees as a data source for describing 
and reflecting on how trainers conducted feedback. Farr used the corpus to qualitatively exam-
ine types of interventions used in feedback and to quantitatively investigate participation frame-
works. She adds, however, that corpora could be used in many other ways to enrich knowledge 
of trainers’ professional practice.

One area of change identified by Vásquez and Reppen (2007) was the supervisors’ deliberate 
decision to ask more questions, which increased teacher talk between semesters one and two. 
Trainer questions also feature in Engin’s (2013) study of scaffolding trainees’ understanding dur-
ing feedback, with Engin offering a framework of different question types to elicit evaluation 
or reflection from trainees. Similarly, Mann and Copland (2010) and Copland (2015) argue that 
when trainers question rather than pass judgement, trainees can develop a better understanding 
of the weaknesses in their teaching practice and how it can be improved. Developing trainers’ 
proficiency in asking questions (particularly those which encourage dialogic talk) is one impor-
tant area for development in trainer training to support more effective feedback (Copland, 2015; 
Engin, 2013; Copland and Mann, 2010).

Understanding the influence of institutional documents

As a result of the rise in managerialism in education and the ensuing quality assurance focus, 
many institutions have attempted to operationalise a construct of ‘good’ or ‘effective’ teaching 
via institutional observation forms consisting of criteria which purport to describe ‘best prac-
tice’. However, few researchers have examined or described the use and role of institutional 
documents or artefacts in feedback interaction (Engin, 2015). Engin (2015) discusses the ben-
efits that artefacts such as teaching transcripts, lesson plans and self-evaluation forms can bring 
to feedback. However, although institutional documents can mediate thinking and discussion 
and prompt reflection, they can also constrain these aspects of development. Waite (1992) found 
that trainers’ presentation of data from observation records during feedback meetings meant that 
trainees had little time left for discussion of topics not initiated by supervisors, or for reflection. 
Similarly, Donaghue (2016) found that an institutional observation often formed the basis and 
structure of feedback meetings, with supervisors spending time explaining the scores on the 
form, reading aloud written evaluative comments and ‘typing aloud’ additional comments, mak-
ing talk predominantly evaluative and dominated by the supervisor. Extract 26.6 demonstrates 
this tendency.
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Feedback extract 26.6

 1 Sup: all right so let’s start with the teaching
 2  competencies em and what I do is I make little
 3  comments for each bullet and you can read along (.)
 4  eh as I go you had mostly threes and fours here (.)
 5  em you you’re obviously very competent in the use of
 6  smartboard em you know you it just was (.) f- s-
 7  seamless just moved along and the students even know
 8  how to use it cos they came up and did some work on
 9  it themselves (.) em you had the objectives listed
10  on the smartboard which a lot of teachers neglect to
11  do (.) em there were visuals (.) aah you did integr-
12  interactive paragraph building where the students
13  had to come up themselves and and eh use the board
14  (.) none of the technology was forced it just fit
15  with the lesson you know I don’t like to go in and
16  see that people oh well here we’re gonna use
17  technology now because it’s required for the
18  observation but it fit the lesson and that’s what
19  makes sense em you knew all the students
20 Teacher: [mm
21 Sup: [you always called on them by name you walked around
22  the room during eh the CLASS to see what they were
23  doing (0.1) and for foundations boys they were very
24  well behaved em and I liked how you discipline
25  because it didn’t interrupt with the flow of the
26  class I don’t know if you’re aware of this but there
27  were three different things that you did that I
28  really stuck in my mind (.) I mean you call their
29  names yeah sure but then you also were gentlemen are
30  you ready which indicated to them that they were not
31  prepa- doing what they were supposed to be doing and
32  then the last one which was kind of interesting when
33  you stopped speaking and just look at look at them
34  and it took the longest it took was about four and a
35  half seconds but usually within three seconds they
36  were looking right back at you and they had stopped
37  talking and they were back on track ((laughs))

What is striking about this extract is the amount of talk from the supervisor, with the teacher 
virtually silenced. The supervisor is also speaking very quickly (note the lack of pauses) as he/
she tries to fit in discussion of all criteria on a three-page document. The supervisor immedi-
ately orients to the set of assessment criteria on the observation form (‘teaching competencies’ 
lines 1–2) and to the scores (four being the highest). He/she then goes on to give a descriptive 
account of the lesson in order to explain his scores. This pattern is typical of all of this supervi-
sor’s feedback meetings which means the teachers he/she observes are given little opportunity 
for discussion, reflection and professional growth.

Fiona Copland and Helen Donaghue
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The institutional document dominated proceedings in these meetings and the form embod-
ied and gave prominence to the supervisor’s perception of the lesson. The observation form was 
an important presence in these feedback meetings, giving voice to the institutional document’s 
discourse of quality, control, and power. Much of the literature seems to take institutional docu-
ments such as observation instruments for granted but these findings suggest that they should be 
examined more closely for the effect they have on feedback.

Having considered central topics in the field of post observation feedback research, in the 
next section we conclude our discussion by looking forward to future developments and areas 
of potential research.

New directions

Feedback in new contexts

Previous research on post observation feedback in ELT has been carried out almost exclu-
sively in the context of a formal teaching course such as an initial teaching certificate (e.g. 
Copland, 2008) or degree courses in English language teaching (e.g. Farr, 2011; Vásquez, 2004; 
Vásquez and Reppen, 2007; Waite, 1992). In addition, most of the literature focuses on pre-
service teacher education (e.g. Copland, 2010, 2011; Engin, 2013; Farr, 2011; Kurtoǧlu-Hooton, 
2008, 2016; Louw et al. 2016). However, observation and feedback also form part of the working 
lives of experienced teachers (and other professionals) in other settings. Recently, researchers 
have begun to examine these contexts and in doing so, are uncovering previously undiscussed 
areas and new avenues of investigation. Donaghue’s (2016) work on the evaluations of in-service 
teachers by their supervisors in the Emirates is the first of its kind. Taking a linguistic ethno-
graphic approach, Donaghue recorded feedback conferences and interviewed supervisors and 
supervisees about the feedback process. The findings from the study reveal the high stakes nature 
of observation and feedback in this context, where poor grades on observations can result in 
termination to employment.

Hall’s investigation of the first year of junior high school teachers in Japan provides detailed 
information on how teachers are socialised into their new roles and how they reconcile their 
beliefs about English language teaching with the realities of everyday school and classroom life 
(Hall, 2017). Hall conducted feedback conferences with three teachers over the course of a year 
with a view to provide a safe space for teachers to voice and discuss their concerns. This unique 
study, informed by a CHAT (cultural-historical activity theory) analysis, revealed that feedback 
can be valuable for in-service teachers but that the teachers need to find solutions to their own 
problems, taking into account a range of contextual features, and the supervisor’s input may not 
always be either useful or welcome.

New uses of technology

With the development of new technologies, studies experimenting with feedback in a digi-
tal medium are starting to emerge. For example, Kassner and Cassada (2017) investigated the 
quality and nature of small group digital feedback conducted in real time. An instructor and 
peers on a graduate education course for in-service teachers used an online chatroom to give 
immediate, real-time, simultaneous feedback. All observers were able to see and learn from the 
online discussion and their feedback was captured in a transcript, providing a written record 
for participants, including the observed teacher, to later reflect on. The transcript also allowed 
the teacher educators to examine students’ understanding of their own and others’ practice, 
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and to review the depth of peer feedback offered. The authors conclude that the online chat 
tool promoted rich, high-quality feedback and a space to collaborate and exchange ideas, while 
improving engagement.

More and more use is being made of video in helping supervisees analyse and critique 
their teaching practice. Video is also being used for supervisor development. For example, Bae-
cher and Beaumont (2017) piloted a trainer development scheme whereby a supervisor and 
colleague collaborated on analysing a video of a post observation conference and found that 
focusing on the video enabled both the supervisor and colleague to confront their beliefs and 
assumptions and start to consider ways of changing or experimenting with their practice (see 
also Kobayashi, in preparation).

Researchers are also starting to build small, targeted corpora of both spoken and written 
feedback and using concordancing software to analyse these data (e.g. Farr, 2011; Vásquez, 2004; 
Vásquez and Reppen, 2007). Farr’s (2011) meticulous combination of bottom-up corpus inves-
tigation with qualitative discourse analysis demonstrates the affordances corpus linguistics brings 
to determining the defining characteristics of the feedback genre. Farr’s analysis established a 
framework of four main feedback categories: direction, reflection, evaluation, and relational talk, 
and by looking at language features such as hedging and boosting, she gives a nuanced picture of 
the social processes (such as directing, scaffolding, and relationship building) involved in feedback.

Conclusion

Given its ubiquity, its potential for teacher development and growth, and its impact and con-
sequences, post observation feedback remains an important area of research. In this chapter we 
have aimed to highlight key issues and debates from previous studies with a view to inspiring 
practitioners and researchers to further explore the rich and fascinating area of post observation 
feedback.
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Introduction

The last decade has seen an abundance of publications on materials, especially monographs and 
edited collections, including Garton and Graves (2014), Harwood (2010, 2014), Masuhara et al. 
(2017), McGrath (2013), Mishan and Timmis (2015), Tomlinson (2008, 2013a), Tomlinson and 
Masuhara (2010). Moreover, a number of publications have seen new editions, which is an indi-
cation of their popularity and endurance (McDonough et al., 2013; McGrath, 2016; Tomlinson, 
2011, 2013a). In spite of the current interest in materials, however, very little has been published 
that is directly concerned with how materials have been addressed in language teacher educa-
tion, although there are a few exceptions (see, for example, Augusto-Navarro et al., 2014; Can-
niveng and Martinez, 2003; Tibbitts and Pashby, 2014). Tomlinson (2013a) traces the history of 
materials in teacher education, identifying the 1990s as the time when the importance of mate-
rials evaluation and development was recognised as essential to teacher development, rather than 
as a sub-section of methodology, so it would appear that materials are slowly becoming a part 
of teacher education programmes but they still lag well behind other areas such as methodology, 
second language acquisition, linguistics, research methods and even educational management, at 
least at MA level (Stapleton and Shao, 2018).

In this chapter, we begin by reviewing the current relationship between publications on 
materials and language teacher education, before identifying what we believe to be some of the 
key areas that need to be addressed in language teacher education. We then go on to consider the 
practical applications of materials in such programmes and suggest three interrelated skill areas 
that should be included as part of teacher education programmes so that teachers can become 
effective materials users and developers.

Key issues and debates

In this section we discuss the key issues and debates around materials design and evaluation 
as they relate to language teacher education programmes. We begin by looking at publica-
tions about materials that have been written for use in such programmes before considering 
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research into how teachers can be prepared to evaluate, adapt and develop materials. We 
then go on to look at three areas of research into materials that are not usually associated 
with language teacher education but which, we believe, should be included if teachers are to 
develop the critical skills necessary for effective materials use: materials use in the classroom, 
critical views of materials and technology. We highlight the issues that are most relevant to 
teacher education, which we then discuss in detail in the subsequent section on practical 
applications.

Materials for use in language teacher education

Whilst there may be little written specifically about materials in teacher education, much of 
what has been published focuses on key areas that can usefully inform teacher education pro-
grammes, and many of the books are explicitly intended for use on such programmes. Thus 
there are a number of ‘how to’ books, with advice for teachers and for trainees on how to evalu-
ate and adapt materials (see for example McDonough et al., 2013; McGrath, 2016; Mishan and 
Timmis, 2015; Tomlinson, 2011, 2013a).

Materials design and development is also a common theme with the majority of chapters in 
Tomlinson (2011) dedicated to this, together with McGrath (2016) and chapters in Harwood 
(2010) and Tomlinson (2013a). A number of books also have chapters on both evaluating and 
developing different types of materials, for different target groups, and from different geographi-
cal areas (Harwood, 2010; Tomlinson, 2008, 2013a).

In his preface to Harwood (2010), Jack Richards noted:

The status of materials design is sometimes undervalued in graduate education, where it is 
regarded as a relatively trivial and theory-free activity. However, whereas materials design 
may seem an eminently practical activity, sound instructional materials cannot be created 
in a theoretical vacuum.

(Richards, 2010: ix)

Gilmore (2012: 250) in a comparative review of four books on materials evaluation and design 
also notes that ‘the focus is beginning to shift away from the largely pragmatic concerns of 
classroom teachers and publishers towards a more theoretical stance.’ Books and articles with a 
more theoretical and research-based approach to materials include Garton and Graves (2014), 
Harwood (2010, 2014), Masuhara et al. (2017), Tomlinson (2012) and Tomlinson and Masuhara 
(2010). It is hoped that the move towards greater theorising of materials and efforts to link mate-
rials to applied linguistics theory will help to establish its place as a field in teacher education 
and especially graduate programmes.

Materials in language teacher education

As previously stated, while much has been written about materials for use on teacher educa-
tion programmes, very little has been written about how such publications are actually used to 
prepare teachers to evaluate, develop and use materials.

Canniveng and Martinez (2003) make some general suggestions around principles for the 
inclusion of materials in teacher training at all levels and propose a model where materials 
development is seen as an outcome of the integration of SLA theory, teachers’ cognitions and 
teachers’ experiences.
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Tomlinson (2013c) describes theoretical, developmental and practical aims of materials devel-
opment courses he has run, as well as procedures for attaining these aims. He states:

focusing on materials development is the most effective way of running a course in applied 
linguistics, as theory can be made relevant and meaningful by reference to practical pro-
cedures which are at the heart of the language teaching and learning process. It is also the 
most effective way of helping language education professionals to articulate and develop 
their own theories of language learning and to help them to develop the skills which they 
need in order to apply these theories in practice.

(Tomlinson, 2013c: 499)

In one of the few publications to address materials in an actual teacher education setting, 
Augusto-Navarro et al. (2014) report on how they introduced pre-service teachers on a 5-year 
university teacher education programme to materials evaluation and adaptation. Their starting 
point was the importance of developing trainee teachers’ understanding of the theories of lan-
guage and of teaching-learning that underlie the coursebook so that they are better equipped 
to critically evaluate and appropriately adapt the materials. Taking approaches to grammar as the 
focus, they followed a six-step sequence of activities (ibid.: 243):

1. Raising awareness of teaching materials and grammar through eliciting the teachers’ 
views in individual interviews.

2. Reading and summarising (using guiding questions) relevant articles or book chapters 
on both theoretical perspectives on materials and theories of grammar.

3. Sharing understandings of the readings through class discussion.
4. Presenting a materials analysis and proposing adaptations in pairs.
5. Peer and tutor evaluation of the analysis and presentation, offering opportunities for 

critical reflection.
6. Post-course interviews to verify whether there has been any change in views as a result 

of the theoretical readings and to give trainees the opportunity to reflect on any changes.

Augusto-Navarro et al. (2014) found that, by following this sequence, their student teachers 
were able to make more informed choices, in particular as they became far more aware of the 
need to consider learners in the evaluation and adaptation of materials.

Another notable chapter in that it focuses on materials development in a specific context is 
Tibbits and Pashby (2014). They report on how they used project-based learning to implement 
a materials development project on a 4-week training programme in the US for elementary 
school teachers from South Korea. Through a series of experiential workshops with titles such 
as Dramatic Reading, Realia, Story Comprehension, Reading Expression, Vocabulary and four 
pronunciation workshops (ibid.: 228), the teachers were given opportunities for reflection and 
practice. At the end of the programme, they constructed their own 20-minute story-based les-
son. The story-reading project enabled teachers not only to develop story-based lessons appro-
priate for young learners but also to focus on their own language use through, for example, the 
reading aloud and pronunciation workshops.

So far in this section, we have focused on what has been published about materials design and 
evaluation, touching on how it has been or might be implemented in education programmes. How-
ever, there are a number of key issues and debates around materials in ELT that are rarely discussed 
in connection with teacher education and yet we feel should be included in such programmes.
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Materials use in the classroom

Garton and Graves (2014) noted that, in spite of the growing attention to materials in ELT, 
there continues to be a lack of empirical studies on materials use in actual classrooms. This is 
potentially an important area of research for teacher education because knowing how teachers 
actually use materials in their classrooms, the reasons for their choices and the decision-making 
processes they go through, can inform more effective teacher preparation.

Investigations into how teachers use materials in classrooms, their insights and decision-
making, as well as learner perspectives, including their attitudes towards, and use of materials 
have only recently begun to emerge. Opoku-Amankwa (2010), for example, focused on an 
urban primary school in Ghana, identifying a range of contextual factors that influenced the 
way the materials were used including class size, seating arrangements, and the teachers’ inter-
pretation of the school policy around learners’ access to materials.

Two studies have looked at the introduction of new coursebooks and how they were used in 
the classroom by teachers (Humphries, 2014; Seferaj, 2014). While it is claimed that materials, 
and in particular coursebooks, can support teachers and lead to changes in practice (Hutchinson 
and Torres, 1994; Masuhara and Tomlinson, 2008), Humphries (2014) and Seferaj (2014) show 
that the relationship between materials, teachers and classroom practice is complex.

Humphries (2014) reports on the introduction of a new communicative coursebook in a 
Japanese kosen which required a major change in teaching approaches. Studying four different 
teachers, he identifies a range of factors that influenced the way that they used the new course-
books, including socio-cultural factors, teacher uncertainty, perceptions of learner needs and 
preferences and limited training. He found that generally, the teachers adapted the new course-
books to their previous grammar-translation methods, thereby showing that materials alone may 
have a limited effect on the way a teacher teaches.

Seferaj (2014) presents a case study of one very experienced teacher in Albania following 
the introduction of communicative methodology as part of national education reform. Sefaraj 
presents a complex picture of Miss Landa’s decision-making and use of the new communica-
tive coursebook. On the one hand, she expressed her belief in the importance of following the 
book, of using English in the classroom and she consistently followed the suggested activities for 
skills teaching. On the other, she introduced extra grammar material and did not use pair and 
group work for speaking activities. In all cases, however, she was able to clearly articulate the 
very good reasons why she adapted the new communicative materials she had been given rather 
than changing the way she taught.

Grammatosi and Harwood (2014) also report on one experienced teacher’s radical adapta-
tion of the required materials based on his own preferences, as well as his perceptions of students’ 
needs and interests. The disparity in proficiency levels among students, his perception that the 
topics were not relevant, and the level of difficulty of the language led the teacher to replace and 
supplement a great deal of the textbook. Nevertheless, the teacher still felt guilty for not using 
the textbook (ibid.: 186).

Other studies that have looked at adaptation and supplementation of coursebooks by teachers 
include Tasseron (2017) who investigated the use of the language-focus (grammar) sections of 
a global ELT coursebook by 31 teachers at a college in Oman, of whom six were subsequently 
observed and five interviewed. The teachers adhered closely to these sections, possibly because 
both teachers and learners in Oman place a high importance on learning grammar. The teachers 
also adapted and supplemented the book to provide more relevant content and additional gram-
mar work. However, they varied widely in their approach to cultural components that might be 
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considered inappropriate for the context, with some addressing them and some replacing them. 
Abdel-Latif (2017) investigated the use of inductive grammar teaching materials by 12 Egyptian 
secondary school teachers and found that they largely used a deductive approach. Menkabu and 
Harwood (2014) examined the use of textbooks by seven teachers in an ESP course for medi-
cal students in a university in Saudi Arabia and found that each adapted the textbook, but for 
different reasons, such as learners’ proficiency and motivation, class size, their knowledge of the 
content and teaching preferences, classroom contact time and an exam-oriented system. Similar 
to Humphries’s teachers, Lucas studied four Brazilian public sector English teachers’ conception 
and use of materials (Lucas et al., 2017) and found that they had little or no preparation in how 
to use materials.

Each of these qualitative studies is clearly small scale. However, taken together, they highlight 
the interconnected roles that a complex variety of factors play in how teachers use and adapt 
materials, and yield insights that can usefully inform teacher education. First is the simple fact 
that many of the teachers in these studies had little preparation in how to evaluate, use or adapt 
their materials. As a result, they fell back on a ‘default’ mode based on their beliefs about lan-
guage learning and teaching, one often at odds with the approach in the materials. The studies 
also show how the typical pragmatic response from teachers to materials use in the classroom is 
to interpret and adapt the approaches according to their local context. However, many teachers, 
especially beginning teachers, may not have the confidence to challenge the authority of the 
coursebook by adapting it (Bosompen, 2014; Gray, 2000) leading potentially to confusion and 
feelings of guilt. Moreover, external constraints and socio-cultural expectations exert a strong 
influence on what teachers can do with materials. At the same time, some teachers do experi-
ment with materials as long as their own expertise is not threatened. We discuss below how 
teacher education may use these insights in their programmes.

Critical views of materials

Recent years have seen an increase in the number of voices criticising English language teaching 
materials from an ideological point of view. While many of the publications on materials invite 
teachers to be critical in the sense of evaluating materials for adaptation purposes, they are still 
treating materials as ‘curriculum artefact’ and not as ‘cultural artefact’ (Gray, 2000, 2012, 2016). 
Building on the work of critical applied linguists such as Pennycook (1994) and Philipson (1992, 
2009), Gray (ibid.) considers global coursebooks as cultural artefacts, which he defines as focus-
ing ‘[o]n the meanings they seek to create for teachers and students, and the conditions of their 
production, circulation, and consumption’ (Gray, 2016: 99).

He describes how ELT publishers focus on ‘aspirational content’ with frequent use of topics 
around personal and professional success, celebrities, cosmopolitanism and travel, all of which 
are believed to be motivating for language learners (Gray, 2012: 87) and with the underlying 
message that English equates with success (ibid.: 104). However, such images may not be moti-
vating and may be resisted by learners (Canagarajah, 1993) or may leave them feeling inadequate 
(Masuhara and Tomlinson, 2008: 19).

Gray (2012: 111) calls for alternative articulations of English, a call that is reflected in more 
critical approaches to English language teaching in general such as those outlined by Igielski 
(2014) and López-Gopar (2019). Teacher education has an important role to play in developing 
a sense of criticality in teachers, including towards materials, so that they can make their own 
informed decisions and at least develop the sort of healthy lack of idealism found, for example, 
by Yakhontova (2001) and Zacharias (2005). We explore this in detail below.
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Technology

It is no exaggeration to say that developments in digital technology have revolutionised language 
learning materials (see Macaro et al., 2012 for a review of computer assisted language learning 
in primary and secondary education). Publishers now regularly accompany coursebooks with 
companion websites and versions of their materials for the interactive whiteboard (IWB), while 
there are increasing reports of the use of Web 2.0 tools in language learning. The chapters in 
Thomas (2009) show the range of possibilities afforded by these tools with chapters on Skype, 
mobile phones, personal learning environments, social networking sites, podcasts, and weblogs, 
to name just a few. The use of technology can also lead to a radical shift in roles, by putting 
learners at the centre and making them active users or creators of materials (see, for example, 
Butler, 2015; Pereira, 2014) and by extending the learning process beyond the classroom through 
on-line projects, or key-pals, for example (see Copland and Mann, 2011).

However, the increasing emphasis on technology and its role in language teaching may 
have unintended consequences that it is important for language teacher education to address. 
Chapelle (2009) points out that the global spread of technology in language learning and the 
social, political and economic realities of learners around the world may not be compatible. 
Where teachers and/or learners do not have access to technology, teachers may feel inadequate, 
and there is a risk of believing that technology can represent a solution to many of the problems 
in English language teaching if only it were available (see, for example, Garton et al., 2011). 
Teacher education programmes need to prepare teachers for the digital world of electronic 
materials, whilst being realistic about their use and the role they can play. We explore this further 
in the next section.

Practical applications

Given the relative paucity of published work on teacher education and materials highlighted in 
the previous section, whether focused on conceptualisations of how it can be done (e.g. Can-
niveng and Martinez, 2003) or examples of how it has been done (e.g. Augusto-Navarro et al., 
2014; Tibbits and Pashby, 2014), any consideration of practical implications needs to also refer to 
studies of how teachers have used, adapted and developed materials. We will use these to draw 
out implications for teacher education for both pre-service and in-service teachers, focusing as 
well on critical views of materials and technology. We will also address how to integrate a focus 
on materials in all teacher education courses, not just those that focus on materials evaluation 
and development.

A common complaint from teachers is that what is taught in teacher education courses is dis-
connected from the realities of what teachers encounter in their actual teaching contexts and so 
they feel unprepared for the complexities of teaching. An equally common lament from teacher 
educators is that teachers do not use what they have been taught in their practice. According to 
Johnson (2016: 123), for disciplinary knowledge to be relevant to teachers, it must be connected 
to their experience and grounded in actual teaching and learning activities.

Using, adapting and developing materials is a daily activity for a language teacher and is thus 
an ideal vehicle for the grounding of disciplinary knowledge in teaching that Johnson proposes. 
In that sense, ‘materials represent the first stage in which principles are turned into practice’ 
(McGrath, 2002: 217). Materials are mediating instruments of language learning and teaching – 
they are shared by both teacher and learner, albeit with different roles.

Johnson’s conception of teacher learning as grounded in the activities and settings of practice 
resonates with Canniveng and Martinez’s tripartite model for understanding materials (2003). 

Kathleen Graves and Sue Garton



Materials use and development

423

Their model, described earlier, includes teacher experience (as both teachers and learners), 
teacher cognition (their understandings, beliefs, and preferences regarding learning and teaching, 
both tacit and explicit) and theories of language learning. Using these concepts, we have identi-
fied three interrelated skill areas that teacher educators can help teachers develop in order to be 
effective users and developers of materials:

1. Theories of language learning/disciplinary knowledge:
  Developing informed understandings of the principles and assumptions that underlie 

materials.
2. Teacher cognition and experience:
 Understanding one’s own beliefs and assumptions about materials.
3.  Grounding learning in the activities and settings of teaching:
 Learning to adapt/develop materials to meet the needs of students in specific contexts.

We will also explore a fourth area related to the changing nature of materials and learners’ 
relationship to them:

4. Using technology to extend learners’ language and interactions within and beyond the classroom.

Developing informed understandings of the principles and assumptions 
that underlie materials

Language teacher education courses help teachers develop disciplinary knowledge and under-
standings of theories of language, language learning, language teaching, curriculum, assessment 
and so on. Materials, whether they are developed by teachers themselves or by others, represent 
views of language, how a language is learnt, how it should be taught, assessed and so on. In any 
course, regardless of the disciplinary focus (methodology, SLA, etc.), teachers-in-training can 
analyse materials to decide how they do or do not exemplify the principles being taught in that 
course, and how they could be modified to do so. Teachers can also be asked to (re) design mate-
rials and to microteach with materials in ways that exemplify those principles. By doing this, they 
both gain a better understanding of the principles and how to teach according to that principle.

Here we give some representative examples of integrating materials analysis into teacher educa-
tion courses. When examining the role of culture in language learning, teachers can be asked to deter-
mine the extent to which materials help learners to, e.g. ‘become aware of assumptions, values and 
attitudes of the self and others beneath utterances and behaviours’ or ‘interact effectively with people 
from different social groups’ (Byram and Masuhara, 2013: 151). When studying learner variables in 
language acquisition, they can analyse materials according to whether and how they could cater for 
characteristics of different types of learners such as visual, kinaesthetic, field-dependent/independent, 
extrovert/introvert and so on (Lightbown and Spada, 2013). When learning about teaching reading, 
they can analyse materials for whether the comprehension questions focus on lower or higher order 
thinking skills, personal response or evaluative response and so on (Freeman, 2014).

Materials analysis can also extend to ideologies represented in materials as discussed earlier. 
This means guiding teachers-in-training to analyse the ‘hidden curriculum’ of materials – who 
and what is valued and represented, who is included and who is left out. An early example 
of this type of critical analysis was carried out by Auerbach and Burgess (1985). They found 
that materials written for adult immigrants portrayed entry level jobs rather than careers, and 
included language functions such as asking for approval, permission, and reassurance, rather than 
disagreeing, criticising, and praising. A recent example of this can be found in Igielski (2014), 
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who studied culturally responsive pedagogy in her teacher preparation programme. One aspect 
of this pedagogy is to evaluate materials in terms of whether and how the cultures and ethnici-
ties of one’s students are represented in materials. This type of analysis enabled her to change 
how she approached her teaching so as to draw on and highlight her immigrant students’ herit-
age, resources and languages.

Thus, a first step in teacher education programmes is to give teachers-in-training opportuni-
ties to analyse materials to uncover the principles and biases they represent. If teachers persist 
in using ‘old ways’ when they use materials, despite being taught ‘new ways’, as some studies of 
teachers’ use of materials show, the problem may lie in the lack of grounding of the ‘new ways’ 
in both understanding the principles underlying the materials and actual practice trying out the 
activities in the materials. This grounding can be achieved through analysing materials, followed 
by redesigning activities, as needed, and then microteaching the activities to get a sense of how 
the principles are enacted in practice. Teachers can also be asked to develop materials based on 
disciplinary principles, teach with them, and reflect on their effectiveness in enacting the princi-
ples. It should be noted that using materials as a lens for understanding disciplinary knowledge 
places a responsibility on teacher educators to be familiar with published materials and to do 
this type of analysis themselves.

Understanding one’s own beliefs and assumptions about materials

Several of the studies of teachers’ use of materials point to the role that a teacher’s beliefs and 
self-concept play in their use of materials. For example, Abdel-Latif (2017) found that the reason 
the teachers in his study spent 68 per cent of the time explaining grammar and only 32 per 
cent of the time using the inductive materials in the textbook was because of their conceptions 
that good grammar materials should be ‘well organized and present grammar deductively, add 
concretely to students’ grammar knowledge, and foster the teacher’s active role’ (ibid.: 283). 
Menkabu and Harwood (2014: 166) found that some of the ESP teachers’ ‘lack of in-depth 
knowledge’ about some of the medical topics ‘led to discomfort’, thus causing them to either 
delete the topics or follow them to the letter. The teacher in Sefaraj’s study (2014) was very clear 
about her belief that the teacher serves as the model of correct language input, which is one 
reason she eschewed pair work in favour of controlled teacher–student exchanges.

Teachers views of how materials should be used are thus shaped by their own experience in 
classrooms, their education, the context, and their years of experience. These assumptions are often 
tacit, and so teachers are not aware of them. For teachers to be able to change their practice to align 
with principles of effective language learning, they need to become aware of their conceptions 
and how they might be in conflict with these principles. An initial step, first described by McGrath 
(2006) is to ask teachers to provide metaphors for textbooks and to explain why they chose that 
metaphor. Teachers can also use metaphors to describe different kinds of materials, such as print 
and digital (Allen, 2015). The positive and negative metaphors that inevitably emerge are ‘a useful 
heuristic to uncover teachers’ views’ (Menkabu and Harwood, 2014: 147) of the role of materials 
and can open a forum for examining those views in relationship to their experience and beliefs.

Teachers can be asked to make explicit their personal theories about how languages are best 
taught and learnt by creating a list, such as the one Tomlinson provides about his own theories 
(2013b: 24–25). Teachers can use sentence stems from his list such as ‘Language learners succeed 
best if…’, ‘Language teachers tend to teach most successfully if…’ ‘Successful learning in class-
rooms depends on…’ ‘The most important thing that learning materials have to do is…’. The 
list can be converted into criteria for evaluating materials according to what teachers think is 
effective or not. For example, Masuhara (2006: 38) explains how a belief such as ‘Learners only 
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learn what they need or want to learn’ can be converted to questions such as ‘To what extent 
do the materials cater for learners’ genuine needs/wants?’ This type of reflection and analysis 
links teacher education with ‘the experiential knowledge that teachers bring with them to LTE 
programmes’ described by Johnson cited above.

At the same time, it is very difficult to change a belief system that has been years in the mak-
ing and that provides a comfort zone for teachers. Providing teachers-in-training with oppor-
tunities to successfully experience effective alternatives can help them consider alternatives. 
Humphries (2014) states that for teachers to use textbooks effectively, they need support with 
new methodology, with being able to evaluate and to select textbooks. He writes,

Many training courses, such as the ones in Japan, feature lectures and presentations preach-
ing theories originating from BANA cultures. It is ironic that interpretation-based learner-
centred approaches are explained to teachers in a transmission-based style, and no surprise 
that teachers then struggle to understand and implement what they hear. We need work-
shops where teachers can practice using new materials and discuss issues of methodology 
with colleagues and teacher-trainers.

(p. 265)

In effect, teacher educators need to practice what they preach – to demonstrate how principles 
can be put into practice through loop-input (Woodward, 2003), and to invite teachers to chal-
lenge their assumptions, based on a shared experience.

Along similar lines, Tomlinson (2013c: 486) writes,

I have found the most valuable way to start any materials development course is to demon-
strate materials which are innovative, radical, different and potentially engaging in princi-
pled ways. … it can be a very effective way of opening up discussion of theories of language 
learning and principles of language teaching.

Tibbits and Pashby (2014) provide a clear example of having teachers experience materials 
use and development. As described earlier, the in-service teachers in their story-book project 
first experienced the approach as learners, then reflected on the experience in order to analyse 
and reconstruct it. Each teacher then chose another story book and designed a similar lesson, 
which they then taught to their peers. Participating teachers noted the importance of ‘facing a 
challenging project but building confidence through scaffolded tasks while creating concrete 
products’ (ibid.: 234).

Ability to adapt/develop materials to meet the needs  
of students in specific contexts

The ability to adapt or develop material to meet the needs of students in specific contexts is at 
the core of effective teaching. In order to use materials effectively, teachers must both be able to 
identify what needs to be adapted and why, and know how to adapt. This ability builds on the 
type of principled analysis described above, and extends it into real contexts.

Studies of teacher use of materials identify recurring and interrelated factors in their deci-
sions to adapt. These areas were first identified by Hutchinson (1987), cited in Grammatosi and 
Harwood (2014). They include the textbook content, the teacher, the learners, the classroom 
and the school or institutional setting. These factors are always interconnected. For example, 
teachers adapt textbook content because it does not match the level of their students (e.g. 
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Nuangpolmak, 2014), the cultural content is inappropriate for their students or they do not feel 
comfortable with it (e.g. Messekher, 2014), they do not feel knowledgeable about the subject 
matter (e.g. Menkabu and Harwood, 2014). They adapt how students use the material to interact 
because of the way the classroom furniture is arranged (e.g. Yan, 2007), they adapt the amount of 
time they spend on certain material so as to prepare students for exams (e.g. Lee and Bathmaker, 
2007). Some of these adaptations are ad hoc, however, principled adaptation requires the ability 
to analyse materials to determine what will and will not work in one’s context.

As described earlier, evaluating materials for different contexts has been addressed extensively 
in the literature (see for example, McGrath, 2013; Tomlinson, 2013a; Mishan and Timmis, 2015). 
All agree that evaluation should be based on specific and relevant criteria. One issue, discussed 
by Canniveng and Martinez (2003: 484) is that lists of criteria tend to be either superficial and 
not very useful or ‘highly complicated and useful only under the supervision of someone more 
theoretically competent.’ They suggest that teachers learn to create their own criteria based 
on reflection on their own experiences of what has or has not been successful. This is clearly 
appropriate for in-service teachers who can reflect on previous teaching experience. Pre-service 
teachers can reflect on their experiences as learners as well as experiences in their practicum (if 
they have one) that can help them create initial criteria for materials evaluation. McGrath (2016) 
suggests beginning with an analysis of the context – students, teacher and institution, and then 
creating a list of criteria for evaluating the content in relation to the context according to, for 
example, topics, language content, skills and methodology.

Wette (2010), cited in Menkabu and Harwood (2014: 168) suggests that teacher preparation 
programs include case studies of how material is adapted for different contexts in order to ‘raise 
trainee’s awareness of how their plans and materials will change according to classroom condi-
tions.’ Teachers in training can also be given materials and asked to evaluate their effectiveness for 
different contexts. Or they can be given an authentic text, such as an advertisement, and asked 
to design activities based on it for a context and group of learners of their choice. By comparing 
their choices with their peers’, they learn that activities and their sequences vary according to 
who the learners are, their context, and how they define their needs (Graves, 2000).

Teacher education can also help teachers learn and use different forms of adaptation. Bos-
ompen’s study of Ghanaian teachers found that they were not necessarily aware of different ways 
to adapt materials (2014). Bosompen discusses four types of adaptation: addition, modification, 
replacement and rejection. These form a repertoire of ways for teachers to adapt, giving teach-
ers options for how to address the mismatches they identify between their materials and their 
contexts as well as options for varying activities in the classroom. (See also McGrath, 2013, 2016; 
McDonough et al., 2013; Mishan and Timmis, 2015 for frameworks and examples of how to 
adapt materials.)

Teachers-in-training also need to be aware that teachers using the same material in the 
same context will use it differently (Menkabu and Harwood, 2014). Graves (2000) describes 
a teacher-training activity in which the trainees are all given a textbook unit, with the activi-
ties separated into a pile, with no indicators of where they occur in the unit. Trainees arrange 
the activities in the order in which they would teach them and explain why. Trainees see that 
sequences vary widely, but that they each have principled reasons for their sequence.

Use of technology to enhance and extend learners’ language learning 
and use within and beyond the classroom

As described earlier, technology has markedly changed the landscape of materials and the 
roles of learners, in terms of access to content, content creation, and interaction. Despite the 
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proliferation of tools, ‘the teacher’s chief roles remain those of scaffolding and setting peda-
gogically valid tasks’ (Mishan and Timmis, 2015: 78). Teachers need principled ways to integrate 
technology, both as product/content and as process/tool, and to leverage the digital skills that 
students bring to the classroom (Kiddle, 2013; Mishan and Timmis, 2015).

A useful approach to integrating language learning and technology is as development of 
digital literacies, which Dudeney et al. (2013: 2) define as ‘the individual and social skills needed 
to effectively interpret, manage, share and create meaning in the growing range of digital com-
munication channel’. They outline a framework of digital literacies for language teachers that 
focuses on language, information, connections and (re)design and links the types of literacy to 
each focus and show practical ways to incorporate them into a coursebook syllabus. Teacher 
educators can use frameworks such as these to guide teachers-in-training in how to approach 
the use of technology. (See also Mann and Copland, 2015.)

Despite the need for digital literacies and the seemingly limitless possibilities for developing 
them, there has been an uneven focus on technology in teacher education, which Dudeney et al. 
(op cit.) attribute to the lack of technological training and skills of the trainers themselves. They 
point out that educators ‘may be unaware of the importance of digital literacies, their increased 
role in mainstream educational curricula, and their value in language teaching’ (ibid.: 335) and 
suggest that teacher educators use technology as part of their own practice to both learn and 
model ways to use technology. For example, teacher educators who use or design virtual learning 
environments in their courses can ask teachers to consider how to use such environments in their 
own courses. Teachers can be taught to use screen casting to provide feedback on learners’ writ-
ten work. Teacher educators can use text-manipulation tools such as a word cloud generator to 
display, for example, metaphors teachers use to describe coursebooks. Teachers can be shown how 
to exploit the possibilities that technology offers for language learning outside the classroom. 
For example, online collaborations and projects can be introduced into teacher education pro-
grammes using tools such as Wikis or Blogs, or by recording and uploading YouTube videos. Key-
pal projects can be set up with groups of trainees on other programmes or in other countries (see 
Copland and Mann, 2011). However, as not all teachers will teach in technology-rich contexts, 
it is important to explore alternatives that will work in low-resource contexts (Hockly, 2014).

The suggestion that teacher educators model technology use as part of their own practice 
underscores a theme in how teacher educators can prepare teachers to understand, use and 
develop materials – they themselves have to be comfortable and proficient in their own under-
standing, use and development of materials.

Conclusion

We agree with McGrath’s assertion that:

language learning materials are such a key element in the teaching-learning encounter that 
consideration of their selection, use and design cannot be consigned to the periphery of 
a teacher education programme, narrowly constrained within wide-ranging courses deal-
ing with curriculum/syllabus or method, or labelled as optional: materials evaluation and 
design should be a central (core) component of both pre-service programmes and post-
experience postgraduate programmes.

(McGrath, 2013: 100)

Research on teacher education and materials is clearly needed. This includes research on how 
work with materials is addressed in pre and in-service teacher education; how it is integrated 
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into different types of courses, e.g. linguistics, second language acquisition, methodology, and so 
on; and how it is taught in courses whose focus is materials use and development. We also would 
like to see research on how teachers use what they learn in teacher education about materials 
in their actual teaching. This type of research would also provide further examples of materi-
als use, which could loop back into teacher education, for example as case studies of teacher’s 
effective or ineffective use of textbooks ‘which could be used as evaluative/reflective case studies 
in an attempt to develop pedagogical reasoning’ (Grammatosi and Harwood, 2014: 200). Such 
research would also help teacher educators redefine their own practice in terms of the usability 
of the knowledge they wish teachers to gain.
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What is a mentor?

The scope of the term ‘mentor’ is potentially very wide, but it generally refers to a more capable 
teacher who provides professional or emotional support to another (Nguyen 2017). Accord-
ing to Malderez and Bodoczky (1999: 4), mentors may take the role of ‘a model, a sponsor, an 
educator or [offer] support or acculturation’ and mentoring can occur at any stage of teaching, 
from initial training or early career to much later stages of development. In this chapter, how-
ever, our focus will be the two most prevalent instances of mentoring in education. The first of 
these takes place in pre-service training when a trainee is assigned to a cooperating teacher in 
their practicum and the second, when a novice teacher is given a mentor, usually a colleague, in 
order to support their initiation into the profession. There is good evidence in both cases that 
mentoring can significantly reduce attrition, with Hobson and Malderez (2013: 92) suggesting 
that school-based mentoring is ‘perhaps the single most effective means of supporting the pro-
fessional learning and development of beginning teachers’. In addition to these benefits for the 
mentees, a mentoring relationship is, at its best, a reciprocal one and mentors may choose this 
role, not only as a way in which to contribute to the teaching profession but also as part of their 
own reflective growth (e.g. Stanulis 1994; Orland-Barack and Rachamim 2009).

In this chapter, we will begin by considering three different aspects of mentoring, the ten-
sions between these and the ways in which mentors can foster reciprocal relationships which 
are developmental for both parties. In the second part of the chapter, we will examine how 
mentors might be prepared for the role. It is often the case that teachers are asked to become 
mentors with little or no preparation and being a competent, even excellent classroom teacher, 
does not guarantee success given that a different (although clearly related) set of skills to teach-
ing are involved. An example of a near peer mentor training programme will be examined for 
illustrative purposes.

Qualities of a mentor

Traditionally, mentoring was seen as a top-down approach from an authority figure (e.g. Black-
well 1989). However, in the more recent past, the emphasis on an authoritative role has changed 
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and the imperative for experience has given way to a greater focus on empathy and the poten-
tial for the relationship to be a two-way process (Orland-Barak 2012). It should be noted that 
terminology in this area (mentor, supervisor, cooperating teacher), is often used interchangeably, 
especially with pre-service mentoring (Malderez 2009), and a mentor’s role may include formal 
or informal assessment as well as support, meaning that a range of skills is required. A number of 
studies have explored this skill set, seeking to identify exemplary mentoring or ‘good practices’ 
(e.g. Searby and Brondyk 2016). Orland-Barak suggests that these include:

An articulated educational ideology … a strong correspondence between what mentors say 
they believe in and their enacted roles in practice ... [and] highly developed organizational 
skills, interpersonal relationships, reflexivity, ability to integrate theory and practice, subject 
matter expertise, professionalism, leadership roles and the right combination of challenge, 
modelling, and support.

(Orland-Barak 2012: 4)

This is an impressive list, but one which may look rather daunting and require some unpacking. 
In order to do this, we will begin by considering different aspects of the mentoring relationship 
and the tensions between them.

Mentoring can be seen to be composed of three elements. The first is to provide emotional 
support; an affective role in what may be a challenging situation as a novice teacher. The second 
is as a technical adviser; a more knowledgeable professional who acts as a learning resource. 
The third is as a facilitator of reflection; a person who can encourage and enrich the mentee’s 
reflective practice. Some scholars in the area see these aspects of mentoring as alternative or 
competing models. Wang and Odell (2002) discuss a ‘humanistic perspective’, a ‘situated appren-
ticeship model’, and a ‘critical constructive perspective’ and Orland-Barak and Klein (2005: 395) 
suggest that mentoring is ‘shaped by competing dominant narratives’ (my emphasis), which they 
see as ‘therapeutic, apprenticeship, and reflective collaborative’ (2005: 381) approaches. Whilst 
historically and contextually, there has been greater or lesser emphasis on one of these aspects, 
to the detriment of the other two, all three (emotional support, technical support and support 
with reflection) can be viewed as forming a whole whose proportions are interdependent. The 
challenge of mentoring, then, is in balancing these aspects, all of which are influenced by factors 
such as the context, the relationship between the mentor and mentee and the stage of develop-
ment of both. Figure 28.1 gives an illustration of the holistic nature of the relationship and the 
three aspects of support. There are also two main directions of tension. These lie between the 
emotional support role and the more pedagogic roles on one hand (being a ‘friend’ vs being a 
‘teacher’) and between an authoritative and facilitative role on the other (‘telling’ vs ‘encourag-
ing self-reflection’). Each of these aspects will be considered separately.

Emotional support

Providing emotional support is arguably the foundation upon which all other aspects of men-
toring rest. Teaching, especially as a novice or trainee teacher, can be a stressful experience 
with many demands on time and much to assimilate, and there is good evidence that provid-
ing affective support through this process can reduce attrition (Feiman-Nemser 2001a). For 
many mentors this is intuitive, an extension of the care that they extend to their learners, and 
they may position themselves as ‘co-thinkers’ (Feiman-Nemser 2001b) or ‘role models’ or even 
‘mother figures’ (Bullough 2005) but there can be issues which can jeopardise this relationship. 
Perhaps the main factor that affects the emotional support that is given to a mentee is the power 
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differential between mentor and mentee. The relationship is most effective when the mentor has 
empathy and is ‘an ally, a champion, an advocate for’ their mentee (Hobson 2016: 100) but in 
many situations, especially that of cooperating teacher, the imperative to give formative feedback 
on lessons and a final evaluative report at the end of the practicum puts the mentor in a position 
of official authority which makes it difficult to provide unconditional support. Even in more 
informal situations, the mentor is often positioned as more powerful because of their greater 
experience or expertise and this may exert a strain on the relationship. There are many reports 
in the literature of mentors being negative or overly critical and Gratch’s (1998) case study of a 
newly qualified teacher (Gina) and her mentor (Valerie) is a typical example.

She [Gina – the mentee] believed that Valerie was very critical of her teaching but did not 
take the time to ask Gina why she chose to do the things she did. Valerie’s criticism of Gina’s 
teaching was not a critique that promoted self-reflection, but an attack on her method.

(Gratch 1998: 224)

This kind of relationship which lacks empathy and is more evaluative than supportive is termed 
‘judgementoring’ by Hobson and Malderez (2013) who found that this was common amongst 
mentors in their study. In a more recent follow up paper, Hobson (2016) proposes a methodol-
ogy which he dubs ONSIDE mentoring. This has an overarching theme of the mentor being 
emotionally supportive and of the mentoring situation being:

• off-line (i.e. separated from line-management or supervision) and non-hierarchical;
• non-evaluative and non-judgemental;

Emo�onal
support

Technical 
support

Tensions

Support 
with 

reflec�on

Figure 28.1 Aspects of mentoring and the tensions between them
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• supportive of mentees’ psychosocial needs and well-being;
• individualised – tailored to the specific and changing needs (emotional as well as 

developmental) of the mentee;
• developmental and growth oriented – seeking to promote mentees’ learnacy and pro-

vide them with appropriate degrees of challenge;
• empowering – progressively non-directive to support mentees to become more auton-

omous and agentic.
(Hobson 2016: 101)

These are useful guidelines in an ideal situation, but, as has been stated above, official evaluation 
is often part of the mentor’s role. In addition to this, there is evidence that the difficulties in the 
relationship may not always lie with the mentor and may be beyond their control. One example 
is Gratch’s findings which suggest that in some cases, mentees enter the teaching profession 
‘already resistant to collaboration with other teachers’ (1998: 225) and feeling that after their 
training they should be capable of teaching without support.

Providing effective and genuine emotional support is time consuming and mentoring can-
not be done quickly (Malderez and Bodoczky 1999). Another frequent challenge, therefore, 
is the lack of resources allocated for the role. It is not uncommon that this is perceived as an 
additional duty for mentors, squeezed into an already full workload and often without financial 
remuneration (Walkington 2005). The role of cooperating teacher, for example, may be con-
sidered to be its own reward and a position given to experienced teachers who may have little 
choice in the matter. This may or may not be viewed as positive. One teacher interviewed by 
Mann and Tang (2012: 482), for example, reports her ambivalence; ‘It’s the school’s decision 
… I wouldn’t say I’m passionate about it’. In some situations, innovative solutions have been 
introduced to allow time to be allocated specifically for supporting teachers. One example of 
this is the mentoring scheme reported on by Bullough and Draper (2004) in which two newly 
qualified teachers were employed on full timetables but half salary, therefore freeing up the 
time of a full-time mentor teacher to support them. In theory, a scheme such as this provides 
an excellent opportunity for quality mentoring. However, tight school budgets often introduce 
constraints and in reality, the mentor teacher was only relieved of half of her timetable, limiting 
the amount of time that she had to interact with the mentors and with the university supervi-
sor. Some teacher preparation courses (e.g. Walsh and Elmslie 2005) have teaching practicums 
in which paired trainees are placed in a class with a single cooperating teacher. This may help to 
even the power balance between mentor and mentees and this arrangement ensures that both 
trainees have practical support in the classroom, are able to collaborate with lesson planning 
and have the opportunity to observe other’s practice. Another method of equalising the power 
structure with newly qualified teachers is to use a peer as a mentor. Whilst a teacher with expe-
rience seems intuitively to be a better choice, using a ‘near peer’ may be more effective (Mann 
and Tang 2012) since they have more recently been in the mentee’s position and are able to 
empathise more easily.

An emotionally supportive relationship is crucial and without this, it is hard to envisage 
effective mentoring. However, the role of a mentor goes beyond a shoulder to cry on, with 
Wang and Odell suggesting that there is ‘accumulating evidence’ that emotional support alone 
does not ‘guarantee that novice teachers will learn better teaching than they would have learned 
without mentors’ (2002: 494). A mentor is a more experienced or knowledgeable professional 
in the field, and a significant part of the role is therefore that of providing technical support in 
the form of professional advice.
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Technical support

‘Technical support’ is defined here as modelling of ‘good practice’ or giving advice, suggestions 
and practical tips and to a mentee. This originates from an apprenticeship model in which a 
novice learns from a more experienced practitioner by observation and replication of a tried 
and tested approach. Few teachers would suggest that copying techniques alone was an ade-
quate recipe for development, but there is great value in learning teaching skills through critical 
observation and discussion of techniques with an expert practitioner. Mentees often state the 
importance of having a ‘practical’ approach that compliments the more theoretical stance that 
they may experience in a university setting (Bullough and Draper 2004), and there are a range 
of techniques which can offer support to novice teachers in their training and early stages of 
their career. An experienced, competent teacher as a mentor is potentially a good source of 
this kind of information and evidence from the literature and my own research with novice 
mentors suggests that there is often a strong desire on the part of a mentor to convey their 
accumulated knowledge of teaching to their mentee. The motivation for this is positive and 
has a basis in the desire to help. However, there are limitations of the mentor as ‘advice-giver’ 
which need to be considered, not least the definition of ‘best practice’. Teaching and learning 
involve an interacting range of factors which includes the teacher, the learners, the immediate 
classroom setting and the wider educational environment and so, as Faneslow warns, to proffer 
advice on the precise course of action to take in any given situation implies a knowledge that 
‘one set of practices is consistently superior to another, [and] that we know what needs to be 
done in each distinct setting’ (1990:196). There are few educators who would suggest that this 
is usually the case.

There are other challenges. Whilst mentor teachers have developed skills which allow them to 
operate effectively in the classroom, ‘this knowledge base […] is often tacit rather than explicit’ 
(Murray and Male 2005: 126). An experienced teacher may instinctively know what works for 
them but may find this difficult to unpack and communicate and may need to develop the abil-
ity to articulate their own knowledge of teaching. In addition, a mentor, given the crucial nature 
of the relationship between them and their mentee, needs a good understanding of students or 
novice teachers as adult learners (Lunenberg 2002). Mentors usually come from a background 
of primary or secondary education and a significant change in approach, which may not be 
intuitive, is required when mentoring adults (Slaouti et al. 2013). Skill sets that are significantly 
different to those used in classroom teaching are required, including the ability to communicate 
and collaborate with mentees and in many cases, to evaluate them; skills which are not always 
necessarily transferrable from classroom practice, particularly if this has been with children. Even 
the culture of teaching itself is potentially detrimental to the development of mentoring skills. 
As Little (1990) points out, teachers tend to work alone in an environment of autonomy and 
often have little opportunity to observe their peers or even discuss their practice with others.

A further issue in the area of mentoring as technical support, perhaps particularly in the 
sphere of language teaching, is that although the mentor teacher may have experience and suc-
cess in the classroom, their methodology may be at odds with a more communicative approach 
which is the usual priority of university-based input. This issue is one which is particularly 
pertinent to trainee teachers in classrooms with cooperating teachers and can be both confusing 
and frustrating for the mentee. A decision must be made about whether to follow the model 
that they see in the classroom (that which the mentor teacher will judge them against) or aim 
to practise the methods that their university tutors require as criteria for assessment. Bullough 
and Draper (2004) describe one such situation in which a mentee is required to negotiate dip-
lomatically between her mentor and university tutor, positioning herself in such a way as not 
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to be penalised in her assessments and thus having to consider, not her own judgement of best 
practice, but which practice would be most acceptable to her observer.

Support with reflection

As we have seen, two important dimensions of mentor practice are emotional and technical 
support, but alone, these have limitations. A mentee also needs to develop reflective practice 
that will allow them to continue to improve, to adapt to the different contexts that they teach 
in and to question established practice. Good teachers are reflective practitioners (Lunenberg 
2002) but reflecting on a personal level requires different skills to encouraging, supporting and 
enabling reflective practice in novice teachers. These skills are not innate and need to be devel-
oped in mentors themselves to allow a dialogic approach which gives the mentee space and time 
to explore their practice. A common theme in the literature is that of mentors being directive 
or monopolising the conversation and this can easily lead to the mentee sitting ‘like a sponge’ 
in the words of one novice teacher (Hawkey 1998: 665). Advice and suggestions for classroom 
activities are often appreciated by pre-service teachers but taking an overly directive approach 
is unlikely to foster alternative approaches or reflection and may result in a lack of autonomous 
development and a tendency to adopt ‘conventional norms and practices’ rather than more ‘pro-
gressive or learner centred methodologies’ (Hobson and Malderez 2013: 92). Mentors are often 
revealed in the literature as taking this approach without wishing it or even being aware of it 
and the revelations of the mentor described in Stanulis (1994), on listening to recordings of her 
practice, are a good example of this. In her own words:

I have to practice a lot, to not just tell. Because my way works so well for me! For me. You 
know, and I just think, oh, if I just told them how. I really don’t want to try to develop 
student teachers who are carbon copies of me. I really don’t.

(Stanulis 1994: 34)

Maintaining an effective balance

The skill of effective mentoring lies in attaining an appropriate balance of the three aspects 
we have considered. The challenge is that the mentoring environment is constantly in flux, 
affected by characteristics of the mentor, the mentee, their relationship and the environment 
and also the micro-climate of a particular time and stage of development. My own experience 
in training mentors resonates with much of the literature, in that there is a particular difficulty 
in a balance between technical support and support with reflection; in offering advice and pro-
viding a more facilitative approach. An emphasis on the former potentially limits the mentee’s 
autonomous development; an emphasis on the latter, taken to an extreme underplays the fact 
that ‘some knowledge is widely agreed-upon and accepted’ (Wang and Odell 2002: 498). In 
Feiman-Nemser’s words, there is ‘a central tension between encouraging personal expression 
and maintaining professional accountability’ (2001a: 20) and in her description of an expert 
mentor, this was attained by becoming a ‘co-thinker’ with the mentees and providing a pos-
sible professional perspective without an expectation that this would be wholly accepted or 
reproduced.

Mentoring has been shown to be multi-faceted and challenging. Nevertheless, until recently, 
there has been very little attention paid to how novice mentors learn the skills that are necessary 
(Murray and Male 2005). In the next part of the chapter we will examine mentor development 
and some practical ways in which mentoring practice has been addressed.
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Mentor development

Mentors are often asked to take on this role with little or no preparation (Tang and Choi, 2005) 
and being a competent or even expert teacher does not necessarily equate to good mentoring. 
There is, however, good evidence to suggest that the effectiveness of a mentor can be developed 
through explicit training (e.g. Langdon 2013). Mentors who have had training are reported to 
have better communication skills (Evertson and Smithey 2000) and better critical and reflective 
thinking. They also seem to be less prone to judgementoring (Fransson 2016) and the training is 
much appreciated by the mentors themselves (Stanulis and Ames 2009; Pohl and Révész 2014).

The process of developing as a mentor echoes that of developing as a teacher and a good 
mentor training programme will therefore also consist of emotional support, technical support 
and support with reflection. These will each be considered, followed by a description of a men-
tor training programme on an MA TESOL as an example of the way in which mentors’ skills 
can be developed.

Emotional support

Emotional support in all areas of development is vital. The novice mentors may be experienced 
and confident in their teaching environment, but this does not necessarily mitigate the chal-
lenges of taking on a new role requiring reflection and the development of new skills. Emo-
tional support usually involves peers and/or a mentor trainer and could take the form of regular 
discussion groups, team presentations, online forums (e.g. Pohl and Révész 2014) or one to one 
support.

Technical support

The fastest and cheapest methodology for mentor training focuses on tips and techniques, fore-
grounding ‘technical support’. This can be implemented before or during mentoring and com-
prises discrete input, which may be delivered in a face to face or online environment. Areas 
covered might include methodology for different aspects of the mentoring process such as 
observation (having a pre-observation meeting, agreeing a focus, the use of different tools and 
techniques) and feedback (ways of conducting oral feedback, how to express written feedback). 
The training may also include role-play to simulate and practise mentor–mentee interactions. 
There are many examples in the literature of the success of such programmes (e.g. Ambrosetti 
2014; Evertson and Smithey 2000) and these can also be delivered effectively online. A publicly 
available example is web-based mentor training http://mentormodules.com/ which includes 
videoed scenarios of mentor–mentee interaction and focusing questions to raise awareness of 
issues pertinent to mentoring practice.

This kind of training often includes an examination of mentee–mentor talk and suggestions 
for less face threatening discourse. An example is reported in Stanulis and Ames (2009) where 
sentence stems are provided for non-judgemental ways of engaging mentees and encouraging 
them to reflect more deeply. These include:

Restating a mentee’s contribution by saying, ‘What I hear you saying is …’ or ‘As I listen, 
you seem to be saying…’
Prompting clarification using: ‘Can you give me an example to help me understand?’
Helping novices to analyse: ‘In what ways is this task well suited to your students? How 
do you know?’.
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They also give ideas for language of suggestion and support: ‘We could co-plan together 
so I can help you with…,’ or ‘You might want to consider….’

(Stanulis and Ames 2009: 33)

It is arguable that this methodology is rather prescriptive and therefore limited in allowing men-
tors to develop their practice autonomously. However, seen as suggestions and a framework for 
practice, and not as ‘rules’, this approach was reported as well received by the novice mentors.

Support with reflection

In addition to input there is a need for an approach which supports mentors’ reflection on their 
practice and allows for more individually relevant and autonomous development. A reflective 
process gives novice mentors the opportunity to develop their own, critically subjective edu-
cational theories (Kelchtermans and Vandenberghe 1994) and to use the ‘technical support’ that 
they are also given in a manner which is appropriate for their personal context. The dominant 
methodology is for mentors to record (video or audio) their practice, reflecting on it by listening 
back, perhaps transcribing the talk and discussing this with a mentor-trainer. There are numerous 
case studies of mentors who have found this approach enlightening. One example is Orland-
Barak and Rachamim’s (2009) study, which describes a cooperating teacher, acting as a mentor 
to a trainee, video recording her mentoring interactions and reflecting on these in collaboration 
with a university-based researcher. The following comment is indicative of the way in which 
this process can allow a greater degree and depth of understanding of practice which can lead to 
development:

Watching myself during the conversation makes me wonder whether I am controlling the 
discourse too much. For example, I noticed that I used a lot of language of telling … . As 
I watch myself I can even identify similarities between my controlling talk as a mentor and 
Chen’s controlling talk as a teacher! This is certainly not what I thought I was doing…

(Orland-Barak and Rachamim 2009: 602)

Mentor training programmes that have an element of reflective practice, especially when these 
are in-service, can be shown to have a positive effect. An example of this is Langdon’s study with 
mentor teachers in New Zealand in which her findings show ‘how difficult it is for mentors to 
move beyond a directive approach that favours telling, giving advice and affective support over a 
respect for the views of novices’. Her study followed 13 mentors of differing levels of experience 
over a 2-year period, who engaged in a professional development programme which included 
ten input sessions per year and a requirement to set mentoring goals, record and self-analyse 
their ‘learning conversations’ with their mentees using a framework they were given, reporting 
back annually on their progress. She found that all of the mentors on this programme exhibited 
some change in their practice, and for at least some (five of the 13 mentors), the programme had 
very positive results and resulted in ‘fewer closed questions, interruptions, time spent telling/
describing, speaking for the mentee and affirming comments’ (Langdon 2013: 47).

A near peer mentoring programme on an MA TESOL

Successful development programmes for mentors take various forms, some of which have 
already been examined and in this final section, we will examine an example from my own 
research to illustrate common issues and highlight potentially useful aspects to include.
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With some notable exceptions (e.g. Pohl and Révész 2014) much of the mentor development 
in the literature refers to an in-service context where teachers are becoming mentors ‘on the 
job’. However, university teacher training departments such as those which offer MA TESOL 
courses are a rich and currently underutilised context for mentor training in language teacher 
education. In the UK, these frequently combine cohorts of pre-service teachers and more expe-
rienced professionals, the latter of whom often wish to move in the direction of teacher educa-
tion or management and need to develop practical skills in supporting teachers with planning 
and in feedback. An experiential approach to developing mentoring skills has great potential in 
this context and the programme at Warwick University has had excellent feedback from both 
the mentees (pre-service teachers) and the mentors (mid-career teachers) involved.

The programme takes place in the second term, when the pre-service teachers undertake a 
Professional Practice (PP) action research module in which they teach a group of peers, record, 
transcribe and reflect on this lesson and then teach for a second time a month later, with the 
aim of improving an element of their practice. Running parallel to this module is the mentor 
training programme for experienced teachers from the Teacher Education and Development 
(TED) module. These teachers are matched with and mentor students from the PP module, 
supporting their planning, observing their teaching and giving oral and written feedback over 
both cycles. There is no requirement for the mentors to assess the mentees and the relationship 
is beneficial to both parties, providing support to the pre-service teachers and enabling novice 
mentors to reflect on their practice, using this to inform their development. A summary of this 
can be seen in Figure 28.2.

Figure 28.2 Summary of the mentor training programme
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The primary focus of the mentor training is to encourage reflection on practice. For this to 
be effective, a systematic approach is necessary where reflection is collaborative and data-led 
(Mann and Walsh 2013). The mentors audio record their interactions with their mentees, lis-
tening back and reflecting on them as individuals but also theorising their lived experience 
through talk by sharing extracts with a mentor trainer and discussing their reflections with 
peers in an informal weekly discussion group. There are two cycles of peer teaching, a month 
apart, and this allows for two cycles of support providing an opportunity for the mentors to 
identify an area of their practice which they wish to improve from the first cycle and to work 
to do so in the second. There is also the option for the mentors to use the experience and their 
data as the basis for their assessed assignment on the TED module. The standard of these has 
been very high.

Working alongside the ongoing reflection to inform and scaffold the mentors’ development, 
there are also elements of emotional support, provided by the mentor trainer and peers and 
technical support in the form of input and instruction. Input takes a blended approach with 
TED module lectures, covering aspects of mentoring and feedback and regular web-based input 
with a discrete area of focus. A new unit is released weekly with a short, introductory video 
giving an overview of the topic, an audio extract of practice from a previous mentor on the 
programme and a reflective task to complete whilst listening. These extracts include mentoring 
and feedback interactions, examples of mentors’ written feedback and reflections of the mentors 
on their practice and on the process of the course. Academic papers related to the topic of each 
week are also provided to give a wider perspective. The areas that have been chosen as the focus 
of each unit have grown organically from the challenges of mentors in previous iterations of the 
programme and thus reflect the most pertinent of the issues which arise.

In the following section, four examples of these areas will be discussed to provide a taste of 
the course. Elements of the programme are also publicly available online in the free resources 
entitled ‘Mentoring Resources’ at www.elt-training.com/

Example 1 The balance of mentor to mentee talk in mentor meetings

As has been seen from other studies, finding an appropriate balance between technical support 
and support with reflection is a key tension in mentoring and this has proved to be the most 
challenging area for mentors on the programme with many of them realising that, although 
their advice is given with good intention, their mentees are not given any space for contribu-
tion. Recording interaction and transcribing a part of it is a powerful way to raise mentors’ 
awareness of this as is listening to recordings of previous mentors with similar difficulties and 
mentors report that this has led to a more principled approach in the second cycle.

Example 2 How mentor’s beliefs can affect their practice

Following on from the balance of talk, a related issue is that there is a discrepancy between the 
mentor’s stated philosophy of education as a co-constructed event, and the actuality, especially 
when giving feedback. This is not uncommon in the literature (e.g. Louw et al. 2016) and often 
has roots in a mentor’s previous experience of being a mentee. Where the norm in their con-
text is a more authoritative or directive model, their experiences of this will inevitably be very 
powerful and influential on their own practice. A factor which is not often mentioned in the 
literature, but which has arisen on this mentoring programme is that some mentors have stated 
it is necessary for them to maintain this power differential in order to engender respect in their 
context. This reinforces the importance of a programme of this type not taking a prescriptive 
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Table 28.1 Negative politeness strategies (which reduce implied direction)

Using lower obligation modals and avoiding 
imperatives

e.g. ‘You could….’, rather than ‘You should…’ or 
‘Do this.’

Using forward facing modality to reduce implied 
criticism

e.g. ‘You could do this…’ rather than ‘You could 
have done this…’

Modulating the assertiveness of statements using 
hedging devices.

e.g. ‘Perhaps you could…’ or ‘The learners could 
be a bit more actively involved’

approach but aiming to raise mentors’ awareness of their practice and thus allow the decisions 
that they make when mentoring to be purposeful and appropriate.

Example 3 Using questions to promote reflection

Questions are a way in which to increase mentee interaction. However, different types of ques-
tions can be more (or less) effective. Drawing explicit attention to the nature of response that 
open and closed questions will elicit, or whether questions are for display purposes or are of a 
more authentic nature can be useful. Novice mentors often use multiple, closed, display ques-
tions to ‘shoehorn’ a mentee towards the answer that they feel is appropriate. Bliss et al. (1996) 
call this ‘bypassings’ or pseudo-interaction and making mentors aware of this interaction pattern 
can support them to avoid this practice. One mentee noted:

I asked a lot of questions and when I listen to the recording I got horrified … because if 
you ask someone so many questions, the questions will make that person confused. I mean 
I felt that my mentee became more confused … she realised that she wasn’t in the right 
track because I was asking the same questions.

Reflecting on recorded interactions like this in addition to targeted input has been shown in my 
data to be a powerful way to increase awareness of questioning practice.

Example 4 Politeness theory and feedback

Introducing a theoretical lens such as politeness theory (Brown and Levinson 1987) can help 
to raise awareness of the language that mentors use, particularly when mentors are giving oral 
and written feedback. These acts are intrinsically face threatening but examining the mechan-
ics of how feedback is structured can help to mitigate this and give mentors a wider range of 
linguistic tools to choose from. In the input of the programme, mentors are shown specific 
examples of both positive and negative politeness strategies, such as the examples shown in 
Tables 28.1 and 28.2.

Whilst training of this kind should not aim to be prescriptive, mentors have found that spe-
cific ideas of possible language to use and a framework for analysis is helpful.

The programme has been very successful, with a strong feeling of appreciation from the 
novice mentors for the opportunity to hone their skills experientially in a safe and supported 
environment. Mentors have commented that it has enabled them to ‘see through their mentees’ 
eyes’ and thus be more empathetic as well as increasing their confidence.
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Table 28.2 Positive politeness strategies (which reduce implied criticism)

Using questions rather than 
statements

‘What were the learners doing?’ rather than ‘The learners 
were doing…’

Avoiding contrastive conjunctions 
(mentees only tend to focus on 
what comes after the ‘but’)

‘The lesson had a great pace. Some of the less able were 
struggling when…’ rather than ‘The lesson had a good 
pace but some of the less able were struggling when…’

Describing what happened in neutral 
terms and describing what the 
learners did rather than the teacher.

‘The table of learners by the window are talking together 
in L1’ rather than ‘You need to make sure that all of the 
learners are on task’

Expressions of empathy ‘It can be really challenging when…’

Conclusion

The metaphor of learning to dance with a partner to describe a successful mentoring relation-
ship is useful (Fairbanks et al. 2000); the idea of a give and take process that requires knowledge 
of the ‘steps’ but also adjustment of both participants to the other’s needs. In both cases, empathy 
is required and where the dancers are not in tune with each other, toes can be trodden on. In 
both cases, people need to work together and have a willingness to reflect and work towards 
a productive end. And in both cases, as I hope I have shown, some ‘dance classes’ can help to 
develop better skills.

Further reading

Feiman-Nemser, S. (2001) ‘Helping Novices Learn to Teach: Lessons from an Exemplary Support Teacher’. 
Journal of Teacher Education, 52(1) 17–30.

 Whilst there is no ‘perfect’ mentor, this paper shows ‘specific principles and practices’ (p. 17) used by a 
mentor who was acknowledged by mentees and peers to be exemplary in his practice. The paper intro-
duces the idea of ‘educative’ mentoring.

Hoffman, J., Wetzel, M., Maloch, B., Greeter, E., Taylor, L., DeJulio, S. and Vlach, S. (2015) ‘What can we 
Learn from Studying the Coaching Interactions Between Cooperating Teachers and Preservice Teach-
ers? A Literature Review’. Teaching and Teacher Education, 52 99–112.

 An overview of the literature in the area with a range of findings that are clear and useful for anyone 
becoming a mentor or training mentors.

Langdon, F. (2013) ‘Evidence of Mentor Learning and Development: An Analysis of New Zealand Mentor/
Mentee Professional Conversations’. Professional Development in Education, 40(1) 36–55.

 An account of a development programme, analysing the interactions of 13 mentors and their mentees 
over a two-year period, during which they were involved in cycles of ‘learning conversations’ to exam-
ine their practice. There is evidence of change in practice for all mentors, but to differing extents.

Malderez, A. and Bodóczky, C. (1999) Mentor Courses: A Resource Book for Trainer Trainers. Cambridge: Cam-
bridge University Press.

 Included here because of its practical nature. The opening chapter of this book has an overview of 
mentoring and this is followed by a wide range of suggested activities for use with mentors to develop 
both skills and self-awareness.
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Introduction

Along with rapid globalisation and the emergence of English as an international language, there 
has been an ever-increasing demand for competent teachers of English and native English-speaking 
teachers (henceforth NESTs) in public schools of Asian countries, resulting in the establishment 
of NEST schemes. This trend has clearly influenced other countries such as Columbia in South 
America and Oman in the Middle East, which have recently introduced schemes and are actively 
recruiting NESTs (Copland et al., 2016a). Within NEST schemes, team teaching practices have 
also become widespread in classrooms, where local English teachers (henceforth LETs) and NESTs 
work together. A number of studies have focused not only on the challenging issues of collaboration 
between team teachers but also on a wide-ranging discussion on how to improve current schemes 
and team teaching practices (Carless & Walker, 2006; Copland et al., 2016c; Heo, 2013; Jang et al., 
2010; Liu, 2008). However, relatively little attention has been given to practical support for team 
teachers. If such schemes are to be run, constructive ways must be found to support teachers and 
make their experience collaborative and positive rather than arguments about whether such NEST 
schemes are effective or warranted. This chapter aims to consider this issue primarily from a teacher 
training and development perspective by seeking to understand the complicated dynamic nature of 
team teaching and the key factors contributing to successful team teaching practices and relation-
ships. Drawing on interview data with team teachers, reflective essays, and policy documents, I will 
discuss feasible and sustainable suggestions to maximise the benefits and potential of team teaching.

Contextual background

This section presents a brief overview of NEST schemes. It then introduces the EPIK scheme 
in South Korea as this is my main focus for evaluating the research and issues on team teaching 
in EFL contexts.

NEST schemes

The perceived importance of communicative competence in English and a lack of proficient 
LETs in EFL classrooms have led to the establishment of NEST schemes. Similar NEST 
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schemes are in operation in several different Asian countries: government sponsored ELT pro-
grammes are in operation such as the JET Programme in Japan, the NET Programme in 
Hong Kong, EPIK in Korea, and the FETIT Programme in Taiwan. Although these schemes 
have some differences (e.g. contextual background, scheme objectives, terms and conditions, 
or NEST’s qualification requirements), there is a basic assumption that a form of collaborative 
team teaching between LETs and NESTs is an advantageous teaching model which best fulfils 
learners’ needs in EFL contexts in these countries (Carless & Walker, 2006). Specifically, there 
are common purposes in these schemes as follows: to provide authentic language input in EFL 
classrooms, to facilitate cross-cultural communication, to enhance students’ English ability, and 
to promote LETs’ professional development (Carless, 2002, 2004, 2006a, 2006b; Liu, 2009; 
Tajino & Tajino, 2000; Tajino & Walker, 1998). Despite controversial issues pertaining to the 
dichotomous labelling of ‘native and non-native speakers’ or the debate on ‘native speakerism’ 
(see Selvi in Chapter 13 of this handbook), NESTs (mainly from the ‘inner circle’ countries) 
have been recruited, trained, and allocated to public schools. For example, the Ministry of 
Education in Korea (NIIED, 2017) reported that the largest number of NESTs recruited for 
EPIK from 2010 to 2017 were from the USA (56.7 per cent), followed by Canada (13.8 per 
cent), Britain (12.1 per cent), South Africa (9.8 per cent), Australia (3.1 per cent), Ireland (2.6 
per cent), New Zealand (1.7 per cent) and Korea (0.2 per cent). However, scheme organisa-
tions and institutions have started to put more emphasis on NEST’s qualifications than before 
and pay more attention to NESTs from ‘outer circle’ and ‘expanding circle’ countries. The JET 
scheme has recruited NESTs from 40 countries including expanding circle countries since 
2012 and EPIK started recruiting well-qualified and experienced NESTs through strict policy 
and monitoring systems from 2015.

EPIK (English Programme in Korea)

Team teaching in Korean public schools has been mainly implemented through the two NEST 
schemes, EPIK (English Programme in Korea) and TaLK (Teach and Learn in Korea). EPIK 
(English Programme in Korea) is a government-funded scheme to recruit NESTs to teach 
in Korean primary and secondary schools in collaboration with LETs. It is co-sponsored by 
the Ministry of Education and the 17 Korean Provincial (Metropolitan) Offices of Education. 
EPIK was launched in 1995 with 54 NESTs from six countries including Australia, Canada, 
Ireland, New Zealand, the United Kingdom and the USA. Their nationwide implementa-
tion has been activated more systematically since 2007 and 13,249 new NESTs were mainly 
trained through onsite orientation programmes and assigned to public schools from 2007 
to the first half of 2017 (NIIED, 2017). Despite the ongoing debate about NEST schemes, 
there have been sustained efforts and changes to improve and develop EPIK. From the fall 
of 2015, the Ministry of Education enhanced the recruiting policy to select EPIK applicants 
with higher standards as one of the mandatory requirements: as such, desired qualifications 
now include TEFL/TESOL/CELTA certificates, a Bachelor’s in Education, a Master’s in Edu-
cation, a Major in an Education field, a Teacher’s License, or one year of TaLK experience. 
According to policy documents (NIIED, 2017), 99.4 per cent of new NESTs involved in 
EPIK in 2017 had the stipulated certificates to meet the requirements. In addition, National 
Institute for International Education and Development (NIIED), an institute organising 
EPIK, has provided team teachers with training programmes including orientations, teachers’ 
resources, good co-teaching samples selected in the annual EPIK co-teaching video con-
test and materials to share information, experience, knowledge, and life in different teaching  
contexts.
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Team teaching issues in EFL contexts

The potential of team teaching is based on the assumption that team teachers can make a greater 
contribution than a teachers’ individual work (Liu, 2008). Despite the challenges of demands on 
time and energy or achieving a balance between team teachers, team teaching has many ben-
efits for teachers and students. Successful team teaching classes help create a more dynamic and 
interactive learning environment and provide students with more efficient instruction, effective 
monitoring and diverse input than what a single teacher can achieve (Bailey et al., 2001). Teach-
ers are also able to take advantage of their individual strengths and ‘their combined degree of 
knowledge and expertise’ (Richards & Farrell, 2005: 160). Within these schemes, there is at least 
the potential for the complementarity of LETs and NESTs’ skills to be exploited advantageously. 
As for the partnerships between LETs and NESTs, their strengths and weaknesses can be largely 
complementary (Medgyes, 1994). If a LET and a NEST harness their respective strengths and 
minimize their weaknesses, team teaching through a collaborative LET and NEST relationship 
can have a positive and effective impact on an EFL classroom (Carless & Walker, 2006). In spite 
of such advantages of team teaching, many researchers have identified the following obstacles or 
constraints that can limit the effectiveness of collaborative team teaching: lack of collaborative 
effort such as in lesson planning time, discussion and feedback before and after class (Kim, 2016; 
Park & Kim, 2000; Rutson-Griffiths, 2012), disagreement over division of work and workload 
between team teachers (Aline & Hosoda, 2006; Liu, 2009; Mahoney, 2004; Yanase, 2016) and 
tension exacerbated by different communication preferences (Chen, 2007; Chou, 2005; Tang, 
2016), cultural differences and relationships (Carless, 2002; Choi, 2001; Heo, 2016; Khánh & 
Spencer-Oatey, 2016; Lin & Wang, 2016), and lack of teaching experience and training (Copland 
et al., 2016a; Heo & Mann, 2015; Kim, 2016). Copland et al. (2016a) also pointed out similar 
problematic issues and highlighted the importance of induction and training programmes for 
both LETs and NESTs, available time for planning and a joint endeavour between team teach-
ers. In particular, such induction and training programmes for both LETs and NESTs have been 
rarely organised and provided systematically, practically, and consistently. I will further discuss this 
issue and focus on how to develop induction and training for team teachers later in the chapter.

Research design

This section reports on a further research project conducted in 2017, after my doctoral research 
which was based on the four team teaching cases between LETs and NESTs in Korean primary 
schools (2010–13). To gain a better understanding of team teaching practices and the dynamic 
relationship that exists between team teachers, a qualitative case study was designed and con-
ducted based on ‘detailed, in-depth data collection involving multiple sources of information’ 
(Creswell 2007: 73). The procedures of data collection were divided into two stages. First, pre-
liminary work involved collection of data through interviews with seven team teachers and an 
educational supervisor working for EPIK, essays written by LETs and NESTs, national docu-
ments and annual reports. The aims of this preliminary work were to explore the overview of 
current team teaching implementation, track its changes or development, if any, and raise new 
issues. In the second data collection stage, two team teacher cases were focused on and individual 
interviews were conducted with the teachers.

Participants

The main participants were the two pairs of team teachers who were assigned to conduct team-
taught lessons in two different Korean primary schools on a regular basis in the 2017 school 
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year. Background information on the two cases is briefly presented in Table 29.1. Additionally, 
in order to listen to more diverse voices of team teachers from different teaching conditions, 
some participants were involved in the preliminary work: there were three NESTs with teach-
ing experience from four months to seven years and four LETs with teaching experience from 
one year to over 20 years in Korean primary schools. An educational supervisor who provided 
official documents (e.g. statistic data, annual reports, training programmes and plans regarding 
EPIK since 2015) was also interviewed.

Case 1

Lee was a very experienced English subject teacher with more than 18 years of teaching experi-
ence and she had completed an MA in TESOL while living in the USA for two years due to 
her husband’s work overseas. She enjoyed teaching English and working with NESTs. Sonny, 
an inexperienced NEST, was a second generation immigrant with Korean parents, who was 
born and educated in the USA but could not speak a single Korean word at all when he came 
to Korea. He had been teaching English in this school since 2016 and renewed the contract 
because he wanted to learn more about Korea. He was in charge of organising two English 
classes for beginning and intermediate levels of Korean colleague teachers who were interested 
in learning English in this school.

Case 2

As a homeroom teacher, Kim took charge of teaching English and supporting a NEST in 
terms of, for example, official documents, housing, insurance, and bills. She was doing her MA 

Table 29.1 Two cases of team teachers

Case 1 Case 2

Team teacher Lee Sonny Kim Michelle
Age 40s 30s 30s 20s
Gender F M F F
Nationality Korea USA Korea USA
Educational
background

BA in Primary 
Education,

MA in TESOL (USA)

BA in Journalism 
(USA)

BA in Primary 
Education,

Ongoing MA in TESOL 
for young learners 
(Korea)

BA in Sociology
(USA)

Certificate Teacher’s license in 
primary school,

TEEM (Teaching 
English in 
English Master’s 
certificate)

TESOL certificate Teacher license in 
primary

school

TEFL certificate

Teaching
experience

18 years 18 months in Korea Eight years Two years in 
Thailand and 
Vietnam

Two months in 
Korea
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in TESOL with a focus on young learners in Korea and was willing to teach English in her 
school. Even though Kim gave a positive response to team teaching with a NEST, she thought 
everything a great deal depended on a NEST that she would meet and work with because of her 
previous experiences with two different NESTs. Michelle had two years of teaching experience 
in Thailand and Vietnam as a teaching assistant to support learners with special needs and as an 
English teacher in secondary schools respectively. Although Michelle had previous experience 
of living and teaching in other countries, she struggled to settle down in the new environment 
and work with several different team teachers of each grade in this school.

Data collection and analysis

There were two stages of data collection: preliminary work involved collection and analysis of 
interviews data, teacher essays, policy documents and annual reports. In order to examine the 
changes or development of the EPIK scheme and team teaching practices, 18 LETs and 40 
NESTs’ essays about their EPIK life posted on the EPIK website for five years (2009–2013), pol-
icy documents and annual reports on EPIK published by the Ministry of Education (2015–2017) 
were collected and examined. In the second stage, two team teacher cases were focused on and 
will be presented in this chapter. The interviews discussed here are active and locally accomplished 
events where ‘ideas, facts, views, details and stories are collaboratively produced by interviewee 
and interviewer’ (Mann, 2011: 8). To probe team teachers’ perspectives and experience in their 
contexts, semi-structured interviews with two pairs of team teachers were individually conducted. 
Additional interviews were conducted online. Interview data and essays were analysed using a 
thematic analysis approach and the specific themes emerging were codified and categorised.

Findings and discussion

According to Copland et al. (2016a), each NEST scheme operates in different ways and con-
textual features greatly influence team teachers’ roles and relationships. A number of elements 
affecting team teaching practices and relationships can be basically categorised in two ways: 
contextual factors which might not be easy for team teachers to change in their teaching con-
texts such as school atmosphere, member choice, the number of LETs and NESTs that they 
work with, and allocated time for solo or team taught classes. On the other hand, personal and 
interpersonal factors, largely dependent on individual team teachers, might be adjustable, flex-
ible or changed through interaction between team teachers such as role sharing, communica-
tion, willingness to teach English and work together and building relationship. Along with some 
challenges that the team teachers experienced, the key factors underlying collaborative team 
teaching will be discussed in relation to the following three aspects: willingness and flexibility, 
mutual understanding and rapport, and awareness of cultural differences.

Willingness and flexibility for team teaching

As mentioned earlier, both LETs (Lee and Kim) were not only willing to teach English and 
work with NESTs but were also flexible in communication with NESTs and other LETs. The 
NESTs (Sonny and Michelle) also responded cooperatively to their counterparts when cop-
ing with problems. For example, while Sonny in Case 1 worked with Lee and another English 
subject teacher, Michele in Case 2 had to work with two English subject teachers, one English 
conversation instructor, and six homeroom teachers. Michelle was discouraged to implement 
collaborative team teaching with the homeroom teachers who seemed chiefly reliant on her. 
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Michelle said, ‘I am the only NEST in this school and teach 11 different classes with nine differ-
ent partners. Homeroom teachers are not likely to get involved in English classes and some don’t 
help me.’ The following extract from one NEST’s essay revealed this variety clearly:

As we learn very quickly when we begin teaching for EPIK, the co-teachers we have and 
our relationships with them vary. Some of us have only one co-teacher. Many of us have 
multiple co-teachers. Some work with their co-teachers on lesson planning, teach 50/50, 
and run the class together. Some take turns sharing the leading role while the other serves as 
support during the lesson. Some build great and close relationships with their co-teachers 
that extend far beyond the workday. Others have a mostly professional relationship with 
their co-teachers. Ask ten different native teachers for a description of their role and inter-
actions with their co-teachers, and you will get ten very different responses.

(Essay, Dustin, 2013)

As a team partner and coordinator, Kim explained the reason for less collaborative team teach-
ing practices with some homeroom teachers: ‘I fully understand Michell’s difficulty. Some 
homeroom teachers taking charge of English classes for the fifth grade feel stressed and uncom-
fortable to teach English and even communicate with a NEST because of their lack of English 
competence and confidence.’ Even though Yanase (2016) claimed that the homeroom teachers’ 
English proficiency was not closely related to their involvement in team teaching, Heo and 
Mann (2015) reported similar difficulties that LETs experienced. Novice LETs had more chal-
lenges due to lack of confidence caused by a lack of teaching experience, perceived English 
deficiency and unwillingness to teach English. In many public schools where one NEST is 
likely to work with more than two LETs, LETs like Kim, as host teachers and coordinators, 
should be aware of NESTs’ expected difficulties and help them share teaching materials with 
other LETs through casual meetings and discussions. In fact, two months later, Michelle and 
her team teachers found some solutions: they started a regular weekly meeting with all LETs 
and held ‘teatime’ with homeroom teachers after class, produced their own templates for lesson 
plans, shared them with all of the teachers, and posted updated events or any urgent changes on 
a monthly schedule board in the teachers’ office.

As for teaching experience and expertise, Lee, a veteran teacher, revealed a different view-
point, raising another issue from her previous working experience concerning teachers’ qualifi-
cations. She argued that NESTs’ strong sense of responsibility and flexible attitude towards the 
school and students were more important than their teaching experience and qualification as an 
English teacher. Lee expressed her opinions as follows:

Whenever I have a meeting or workshop with other teachers from different schools, we 
talk about NESTs who we are working with. Simply, we describe our situation as ‘heaven 
or hell’ or ‘luck or bad luck’ because some could have really really nice NESTs whereas 
others don’t. Two years ago, I had a terrible experience with one NEST who had lots 
of teaching experience before. Without any preparation, she was very good at teaching 
and managing classes. But she was quite opinionated and irresponsible. I was sick of her 
repeated absences because of her private matter I could not understand and finally she left 
the school before the contract. Personally, I prefer new NESTs keen to work with someone 
even though they lack teaching skills and experience. That’s why I am happy to work with 
Sonny now. He didn’t have any teaching experience, but he was willing to enthusiastically 
learn something new and considered this job serious.

(Interview, K – Case1)
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Although some researchers argue for the importance of NESTs’ qualifications and experience 
(Choi, 2001; Kim, 2011; Kim, 2016), LETs with more than three years of team teaching experi-
ence in this research placed more emphasis on NESTs’ serious attitudes towards a teaching job, 
flexibility and willingness to learn something new. Kim mentioned her positive experience with 
a previous NEST who was not only a well-prepared teacher with teaching experience of young 
learners but also a person eager to learn from and compromise with other LETs.

Mutual understanding and rapport

One of the key factors affecting team teachers was whether both team teachers could build 
and maintain rapport or a good relationship with each other (Carless, 2006a; Jang et al., 2010; 
Kim, 2011; Tsai, 2007). Copland et al. (2016c) pointed out that a positive relationship between 
team teachers was an essential feature of successful team teaching, which led to collaboration. 
According to Free and Griffin (2016: 42), this relationship is often likened to ‘a marriage’ which 
is frequently arranged, cross-cultural and difficult. In the same vein, the following extract from 
one NEST’s essay revealed a similar analogy:

I remember a training that was given for native teachers here in Seoul, when a lecturer 
called Nick came out and started talking about his wedding. He was giving us the details 
about meeting his wife, the wedding festivities, and then talking about their current daily 
life. Finally, he stopped and looked at us. He said, ‘I’m telling you all this because you are all 
now married.’ He then flipped his PowerPoint to an older, slightly severe looking Korean 
woman. ‘This was my first co-teacher,’ he said. ‘You all have one, and I’m telling you right 
now that you are basically married to them’ […] I could describe this teacher as my mom, 
my handler, my translator, my boss, my accountant, my guide, or even my personal assistant. 
Any one of these terms would be appropriate, but at the same time any one of these terms 
would fail to fully capture our relationship […] One day early during my time in Korea, 
I had to go to the bank to try to get things set up so I could transfer money home. Since 
no one at my bank speaks English, my co-teacher came with me. We were sitting there 
together, and my co-teacher was able to see every detail of my financial information, and 
was discussing it quite openly with the bank staff. She could see how much money I had, 
how much money I’d spent, and even line by line what I’d spent money on. I was definitely 
a little bit uncomfortable, but it really drove home the point about marriage.

(Essay, Dustin, 2013)

As described above, it was true that most new NESTs relied on their LETs, particularly, coor-
dinating teachers who tended to play multi-functional roles and handle multi-tasks beyond 
teaching. Without a reciprocal relationship between team teachers, it would be quite challenging 
to interact and work with each other. Lee stressed the importance of relationship management 
with a NEST, saying ‘I’ve tried to know who my partner is whenever I meet a new NEST and 
make an effort to balance between being an intimate friend outside the classroom and main-
taining a partnership in the school’. Lee said she often walked around school or went shopping 
with Sonny, talking about their daily routines or private life. Sonny was invited to Lee’s house 
on special occasions such as Chuseok (Korean Thanksgiving Day), Christmas Eve, and her fam-
ily gatherings or special events like her brother’s wedding ceremony and her father’s birthday. 
As Lee had lived in the USA for two years, she could thoroughly understand his situation and 
emotion as a foreigner who was easily isolated from national events or holidays in the host 
country. In addition, Lee wanted Sonny to experience and learn about Korean tradition and 
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culture as much as possible while he was working in Korea, which encouraged Sonny to renew 
the contract for another year and stay at this school. While Kim described Michelle as ‘the life 
of the party’ in their class and teachers’ office, which led them to communicate with each other 
in a better atmosphere, Michelle initiated Kim’s nickname ‘Miss Smile’ as a way to indicate 
someone who was always hospitable and ready to help her. Kim helped Michelle to settle down 
in the new accommodation and spent almost every weekend guiding her to several sightseeing 
attractions in their province. One piece of advice for new NESTs often given by former NESTs 
was to stay active and take the opportunity to get to know co-workers and students, spending 
time with them (NIIED, 2017). Individual team teachers need to have interpersonal sensitivity 
(Carless, 2006a) to their partners and ‘respect, equality, flexibility and empathy’ (Luo, 2010: 273) 
in their teaching and relationship.

Awareness of cultural differences

A lack of intercultural understanding and cultural clashes have been identified as the main 
culprit in ineffectiveness of team teaching and conflicts between team teachers (Carless, 2002; 
Choi, 2001; Heo, 2016; Khánh & Spencer-Oatey, 2016). In ‘intercultural team teaching’ con-
texts (Carless, 2004: 345), team teachers need to explore not only cross-cultural aspects but also 
interpersonal ones. Each school has a different culture and each team partner responds to and 
solves the conflicts and problems in varying ways. The two cases of team teachers in my study 
did not face any serious conflicts or difficulties caused by cultural differences perhaps for the 
following reasons: first, both LETs and NESTs seemed ready to understand different cultures 
from their previous experience of living and learning in other countries. Second, LETs learnt 
the importance of a positive relationship with their NESTs from their previous team teaching 
experiences and NESTs had a careful attitude towards the host culture. At the beginning of the 
semester, Sonny was very confused about his identity as a second generation immigrant who 
had a Korean appearance but an American attitude and mind. Some Korean colleagues in the 
teachers’ office treated him as a Korean teacher and they openly stated to him that he should 
have learnt the Korean language, which caused him to experience complicated unpleasant emo-
tions. That was why he was reluctant to join some casual meetings or dinners with them at the 
beginning of his Korean life. Javier (2016) reported a similar challenging experience from a ‘vis-
ible ethnic-minority’ NEST who was not treated as a NEST by local teachers and even students 
because of being a non-white foreigner. However, through interacting with them more, Sonny 
got to understand they never intended to insult him and he learnt about the collective and hier-
archical culture in Korea and senior teachers’ concern and care about novice and junior teachers. 
Lee often mediated some misunderstanding or unexpected conflicts between Sonny and other 
colleagues working in the same office. EPIK integrates cultural contents into the training for 
new NESTs like Korean culture experience (six hours), Korean history and culture (two hours), 
cultural difference (two hours) and Korean language (two hours). These programmes provide 
basic cultural experiences including visiting national heritage sites or participating in cooking 
Korean dishes and helping NESTs get a general understanding of cultural issues. However, cul-
tural training would be suitable for team teachers and other colleagues if they could share and 
discuss potential constraints and both negative and positive cultural experiences.

Implications for training and development

In this section I will discuss how to support team teachers in relation to the following three 
aspects: induction and training, materials development, and network and community.
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Induction and training programmes

The argument for appropriate induction and training programmes for team teachers has been 
widely discussed (Copland et al., 2016a; Tang, 2016; Wang, 2012). In NEST schemes, most of 
the substantial induction training has been organised mainly for NESTs rather than LETs due 
to limited budgets and hectic schedules. For example, there are three different types of train-
ing programmes in EPIK: a 15-hour online pre-orientation programme which supports team 
teaching practices and team teachers; a 30–45-hour orientation as pre-service training designed 
for new NESTs who are new to Korea or to public school teaching; and a 15-hour online in-
service training programme for both NESTs and LETs. Sonny and Michelle, LETs in this study, 
agreed that these programmes were supportive for them in glimpsing an unfamiliar world and 
settling down in new environments. According to the surveys on training programme satisfac-
tion in EPIK from 2010 to 2016 (NIIED, 2017), NESTs answered they were satisfied with 
lectures in training programmes (4.54 on a 5-point Likert Scale) and cultural experience (4.47). 
In contrast to this positive feedback and answers from NESTs, some NESTs mentioned there 
were limitations of the training in how to implement team teaching with LETs appropriately. 
For instance, one inexperienced NEST reflected on his first day at school as a ‘totally false 
start’, saying ‘I arrived at my school not knowing what to expect.’ Lee (Case 1) argued that 
inexperienced team teachers might have more challenges to make up for a lack of knowledge 
and skills in ELT.

Most NESTs are allocated to schools and start their teaching job immediately without any 
observation or thorough preparation in advance. To support new NESTs and team teachers 
consistently, it is critical to place more emphasis on local school culture, norms and expecta-
tions in training programmes. As induction and orientation cannot meet their practical needs 
sufficiently in varying teaching contexts, each school needs to develop localised, contextual-
ised and systematic programmes pertinent to different conditions. In addition, Copland et al. 
(2016a) have suggested joint training, that is, LETs should be involved in training and work 
together with NESTs. Regardless of teaching experience and skills, both LETs and NESTs 
need to know their students, schools and team partners, which can be an essential prerequisite 
for team teaching practice. To do this, it is necessary for team teachers to have an orienta-
tion course and preparation at school in advance before a new semester or during a vacation 
before they start working together. Given enough time, LETs and NESTs should have their 
own orientation and discussion regarding their team teaching contexts through local teaching 
communities and participate in and organise their own events to promote their learning and 
professional development.

To support these training programmes, first, the Ministry of Education and Provincial 
Offices of Education should discuss how to enhance and develop local induction and train-
ing programmes practically. Second, teachers should be given more opportunities to share and 
exchange new ideas and explore other cases of in-service and former team teachers through 
regular workshops and seminars by creating a network of other LETs and NESTs. Third, guid-
ance or guidebooks should be appropriately designed and include the following content in 
training programmes: knowing the teaching contexts such as students, school culture, office, 
classroom and residential area, understanding cultural differences and personal tastes, sharing 
expected challenges when working together, how to prepare for team teaching practice from 
lesson plans to evaluation, how to clarify and share roles and responsibility, how to solve any 
conflicts or problems when they emerge, and how to communicate with other colleagues in 
an efficient way. This is closely related to material development which needs to be designed, 
developed and applied in varying ways in each team teaching context.
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Materials development for team teachers

There has been little attention given to developing materials for team teaching and team teach-
ers even though team teaching has been in operation for several decades. As mentioned above, 
teachers, trainers, practitioners, researchers and material developers should make an effort to 
design and develop more relevant materials and teaching resources for training programmes and 
team teaching practice. Copland et al. (2016b) published a set of useful materials, ‘Introduction 
to Materials: Developing collaborative practice between LETs and NESTs’, designed to support 
team teachers working in a range of different contexts. Considering the potential challenges, 
constraints and difficulties that team teachers have, the 12 different activities in this collection 
provide information aiming at helping LETs and NESTs to prepare to teach and work together 
or independently. Those materials were used in my classes for in-service LETs who were doing 
an MA in TESOL in Korea and in the workshop sessions for Vietnamese university lecturers 
who were working with NESTs in Vietnam. From my teaching and training experience of using 
these materials, they were beneficial for the in-service LETs and NESTs in that they developed 
a better understanding of team teaching and deepened their insights about cultural awareness 
and relationship. In addition, several activities were adapted to meet local teachers’ needs and 
interest. As for teaching resources, team teachers in this study made good use of materials from 
other English teachers’ blogs and online cafés, and free or paid online resources. They uploaded 
such materials to an e-board to share with colleagues in schools and developed their own work-
book by modifying activities or games from other websites.

Network and community for teachers

Team teachers need to develop their own community and expand their teaching networks 
through various activities and social interaction with other LETs and NESTs. The former NESTs 
responded that they got valuable information on their teaching and daily life in the NEST local 
community through interaction with NESTs. For example, some NESTs explained how they 
overcame the obstacles as a NEST in EPIK and shared a variety of cultural events and experi-
ences they participated in. These days some NESTs tend to be more active than before and play 
key roles in several national or international conferences such as KOTESOL in Korea or JALT 
in Japan by organising academic and social events and publishing newsletters. More NESTs tend 
to seriously think about their roles and positions as proactive English teachers not as simply 
visiting assistant NESTs. LETs also shared information with other LETs working in different 
schools in their community and had a casual meeting and events for LETs and NESTs. In fact, 
Lee and Sonny in Case 1 had a casual meeting with other team teachers working in different 
schools in their province. Both LETs and NESTs need to actively participate in teachers’ groups 
and meetings in their community to share information, learn diverse teaching approaches and 
pursue professional development together. NIIED operates the EPIK-Newsletter and an e-press 
where NESTs involved in EPIK can share their teaching and living experience and information 
is given to potential EPIK applicants who may be interested in teaching. To recruit qualified 
NESTs, NIIED creates an English teacher resource pool, an alumni network of former NESTs 
and team teachers’ community for new NESTs and novice LETs who need more support.

Suggestions for further research

There has been little research on current orientation and pre- and in-service training pro-
grammes and materials development for team teachers. As suggested, it is necessary to organise 



456

and conduct contextually specific training programmes for teachers relevant to their varying 
contexts and conditions. Along with the large scale orientation programmes implemented by 
the Ministry of Education, trainers, experienced coordinating teachers for team teaching and 
researchers need to investigate and develop training content to meet the needs of both team 
teachers and students.

To gain a greater understanding of team teaching practice and deeper insights of teach-
ers’ views, it is recommended to make a good use of the reflective practice approach in fur-
ther research because ‘it is small-scale, localised, context-specific, and private and conducted by 
teachers’ (Walsh & Mann, 2015: 354). Based on a better understanding of teachers’ experiences 
and life as team teachers, it is possible to enhance NEST schemes and team teaching practice, 
evaluate current schemes and discuss feasible solutions to support team teachers, trainers and 
educators.

Conclusion

Even though NEST schemes and team teaching have been implemented for several decades, lit-
tle attention has been given to development of feasible suggestions for teacher training and pro-
fessional development for team teachers. This chapter focused on how to support team teachers 
and team teaching practice practically and sustainably. From team teachers’ perspectives and 
experiences, the key factors contributing to collaborative and successful team teaching practice 
were explored and three practical implications were discussed, such as induction and training, 
materials development and development and maintenance of a teacher community. If NEST 
schemes and team teaching are to operate effectively, it can be more valuable to seek to explore 
the successful cases of team teaching, learn from their experiences and find feasible solutions and 
support to develop team teaching and maximise its strengths.

Recommended reading

Copland, F., Davis, M., Garton, S. and Mann, S. (eds) (2016) Investigating NEST Schemes Around the World: 
Supporting NEST/LET Collaborative Practices. London: The British Council.

 A research project report on NEST schemes and useful recommendations for how LETs and NESTs 
can be best supported to make the most out of their collaborations.

Copland, F., Mann, S. and Garton, S. (eds) (2016) LETs and NESTs: Voices, Views and Vignettes. London: 
British Council.

 A book from teachers and academics working and researching in contexts where NESTs and LETs 
work on a daily basis with a range of perspectives, issues and practices.

Copland, F., Davis, M., Garton, S. and Mann, S. (eds) (2016) Materials: Developing Collaborative Practice Between 
LETs and NESTs. London: The British Council.

 A set of training materials for team teachers, trainers, and facilitators and even other teachers who can 
develop their own teaching alternatives and adaptations suitable for their own teaching and learning 
contexts.

The books above are free to download as a PDF file (British Council website).

References

Aline, D. and Hosoda, Y. (2006) ‘Team Teaching Participation Patterns of Homeroom Teachers in English 
Activities Classes in Japanese Public Elementary School’. JALT Journal, 28(1) 5–22.

Bailey, K. M., Curtis, A. and Nunan, D. (2001) Pursuing Professional Development: The Self as Source. Boston, 
MA: Heinle & Heinle.

Jaeyeon Heo



Learning in team teaching schemes

457

Carless, D. (2002) Conflicts or collaboration: native and nonnative speakers’ team teaching in schools in South Korea, 
Japan and Hong Kong. Paper presented at the English in South East Asia Conference.

Carless, D. (2004) JET and EPIK: Comparative respective. Paper presented at Busan Chapter KOTESIL Con-
ference, Korea.

Carless, D. (2006a) ‘Good Practices in Team Teaching in Japan, South Korea and Hong Kong’. System, 34(3) 341–351.
Carless, D. (2006b) ‘Collaborative EFL Teaching in Primary Schools’. ELT Journal, 60(4) 328–335.
Carless, D. and Walker, E. (2006) ‘Effective Team Teaching between Local and Native-Speaking English 

Teachers’. Language and Education, 20(6) 463–477.
Chen, W. (2007) A case study on the professional development of local and foreign English teachers in team teaching. 

Unpublished PhD thesis, National Taiwan Normal University, Taiwan.
Choi, H. (2001) ‘A Study on Team Teaching Between Native Teachers of English and Korean English 

Teachers in Elementary School’. Studies in English Education, 14(1) 161–189.
Chou, M. (2005) A study of English Collaborative Teaching at elementary schools in Hsinchu City. Unpublished 

Master thesis, National Taipei Teachers College, Taiwan.
Copland, F., Davis, M., Garton, S. and Mann, S. (eds) (2016a) Investigating NEST Schemes Around the World: 

Supporting NEST/LET Collaborative Practices. London: The British Council.
Copland, F., Davis, M., Garton, S. and Mann, S. (eds) (2016b) Materials: Developing Collaborative Practice 

Between LETs and NESTs. London: The British Council.
Copland, F., Mann, S. and Garton, S. (eds) (2016c) LETs and NESTs: Voices, Views and Vignettes. London: 

British Council.
Creswell, J. (2007) Qualitative Inquiry and Research Design: Choosing Among Five Approaches, 2nd edition. 

London: Sage.
English Programme in Korea (EPIK) in Korea. Available online: <www.epik.go.kr/EPIK> (accessed 22 

May, 2019).
Foreign English Teachers in Taiwan (FETIT) Project in Taiwan. Available online: <http://english.moe.gov.tw> 

(accessed 22 May, 2019).
Free, M. and Griffin, M. (2016) ‘Preparing to co-teach in a LET-NEST partnership with the experiential 

learning cycle’, in Copland, F., Davis, M., Garton, S. and Mann, S. (eds) Materials: Developing Collaborative 
Practice Between LETs and NESTs. London: The British Council: 41–44.

Heo, J. (2013) A case study of team Teaching and Team Teachers in Korean primary schools. Unpublished 
PhD thesis, University of Warwick, UK.

Heo, J. (2016) ‘Power, balance and identity’, in Copland, F., Garton, S. and Mann, S. (eds) LETs and NESTs: 
Voices, Views and Vignettes. London: British Council: 169–183.

Heo, J. and Mann, S. (2015) ‘Exploring Team Teaching and Team Teachers in Korean Primary Schools’. 
English Language Teacher Education and Development, 17 13–21.

Jang, H., Nguyen, B. H. and Yang, Y. (2010) ‘Enhancing Pedagogical Roles of ESL/EFL Native and Non-
Native Teachers through Team teaching: how to Make this “International Partnership” Successful’. The 
International Journal of Learning, 17(9) 249–257.

Japan Exchange and Teaching (JET) Programme in Japan. Available online: <www.jetprogramme.org> 
(accessed 22 May, 2019).

Javier, E. (2016) ‘Almost native speakers: the experiences of Visible Ethnic-Minority Native English-speak-
ing Teachers’, in Copland, F., Garton, S. and Mann, S. (eds) LETs and NESTs: Voices, Views and Vignettes. 
London: British Council: 233–245.

Jeon, M. (2009) ‘Globalisation and Native English Speakers in English Programme in Korea (EPIK)’. Lan-
guage, Culture and Curriculum, 22(2) 231–243.

Khánh, T. and Spencer-Oatey, H. (2016) ‘Managing relations in cross-national team teaching pairs: insights 
from rapport-sensitive incidents’, in Copland, F., Garton, S. and Mann, S. (eds) LETs and NESTs: Voices, 
Views and Vignettes. London: British Council: 185–200.

Kim, M. (2011) ‘Exploring Native English Speaking Teachers’ Voices about Co-teaching’. English Teaching, 
66(4) 27–52.

Kim, S. (2016) ‘Native teachers’ perspectives on co-teaching with Korean English teachers in an EFL con-
text’, in Copland, F., Garton, S. and Mann, S. (eds) LETs and NESTs: Voices, Views and Vignettes. London: 
British Council: 113–128.

http://www.epik.go.kr
http://english.moe.gov.tw
http://www.jetprogramme.org


458

Lin, T. and Wang, L. (2016) ‘Native English-Speaking Teachers (NESTs) in Taiwan: policies and practices’, in 
Copland, F., Garton, S. and Mann, S. (eds) LETs and NESTs: Voices, Views and Vignettes. London: British 
Council: 151–167.

Liu, L. (2008) ‘Co-Teaching Between Native and Non-Native English Teachers. An Exploration of Co-
Teaching Models and Strategies in the Chinese Primary School Context’. Reflections and English Lan-
guage Teaching, 7(2) 103–228.

Liu, T. (2009) Teachers’ narrative understandings of the Taiwanese Foreign English Teachers Recruitment Project. 
Unpublished PhD thesis, University of Manchester, UK.

Luo, W. (2010) ‘Collaborative Teaching of EFL by Native and Non-native English-speaking Teachers in 
Taiwan’, in Mahboob, A. (ed.) The NNEST Lens: Non Native English Speakers in TESOL. Newcastle 
Upon Tyne: Cambridge Scholars Publishing: 263–284.

Mahoney, S. (2004) ‘Role Controversy Among Team Teachers in the JET Programme’. JALT Journal, 26(2) 
223–244.

Mann, S. (2011) ‘A Critical Review of Qualitative Interviews in Applied Linguistics’. Applied Linguistics, 
32(1) 6–24.

Medgyes, P. (1994) The Non-native Teacher. London: Macmillan.
National Institute of International Education and Development (NIIED) (2017) Annual Report.
Native English Teacher (NET) Scheme in Hong Kong. Available online: <www.edb.gov.hk> (accessed 22 

May, 2019).
Park, J. and Kim, D. (2000) ‘Pedagogical Effects of Team Teaching Native Speakers: An Experiment to Com-

pare Alternative Teaching Models’. Foreign Language Education, 7(1) 97–121.
Richards, J. C. and Farrell, T. S. (2005) Professional Development for Language Teachers: Strategies for Teacher 

Learning. New York: Cambridge University Press.
Rutson-Griffiths, A. (2012) ‘Human tale recorders: curricular integration and team teaching in Japan’, 

in The Asian Conference on Education 2012 Official Conference Proceedings. Nagoya: The International  
Academic Forum: 407–425.

Tajino, A. and Tajino, Y. (2000) ‘Native and Non-native: What can they Offer? Lessons from Team Teaching 
in Japan’. English Language Teaching Journal, 54(1) 3–11.

Tajino, A. and Walker, L. (1998) ‘Perspectives on Team Teaching by Students and Teachers: Exploring Foun-
dations for Team Teaching’. Language, Culture and Curriculum, 11(1) 113–131.

Tang, E. (2016) ‘Fostering better collaborative relationships between Native English Speaker Teachers and 
Local English Teachers for a more effective Native English Teacher (NET) Scheme in Hong Kong’, in 
Copland, F., Garton, S. and Mann, S. (eds) LETs and NESTs: Voices, Views and Vignettes. London: British 
Council: 39–52.

Tsai, J. (2007) Team teaching and teachers’ professional learning: case studies of collaboration between foreign and 
Taiwanese English teachers in Taiwanese elementary schools. Unpublished PhD thesis, The Ohio State Uni-
versity, USA.

Walsh, S. and Mann, S. (2015) ‘Doing Reflective Practice: A Data-led Way Forward’. ELT Journal, 69(4) 
351–362.

Wang, L. Y. (2012) ‘Preparing NESTs and NNESTs for Team Teaching at the Pre-Service Level’. Studies in 
Literature and Language, 4(1) 32–37.

Yanase, C. (2016) ‘From an assistant to a team member: a perspective from a Japanese ALT in primary 
schools in Japan’, in Copland, F., Garton, S. and Mann, S. (eds) LETs and NESTs: Voices, Views and 
Vignettes. London: British Council: 201–216.

Jaeyeon Heo

http://www.edb.gov.hk


459

Introduction

This chapter focuses on screen capture technology (SCT), a technology that is now being 
widely used in teacher education and language training. The chapter aims to make the reader 
aware of what SCT is and how it is used; bring the reader up-to-date on some of the research 
that has taken place in SCT; and provide a range of case studies around the use of SCT in educa-
tion that could be applied to a teacher training context.

What is screen capture technology and how does it work?

SCT allows the user to record the screen of their computer as if a video camera was pointing at 
the computer screen. Anything the user opens onto the computer screen, their activities on the 
screen and voice can be recorded by the software and then turned into a video. For example, it 
is possible for a user to open up a PowerPoint presentation onto the screen, turn on the screen 
capture technology and record themselves talking over the presentation. Likewise, a teacher 
trainer could talk over a trainee teacher’s lesson plan and give feedback on it, or perhaps talk over 
a diagram where they explain the principles of feedback in the learning cycle.

Screen capture technology (sometimes referred to as screen cast technology or screen cast 
software) is different from lecture capture technology. Lecture capture technology is used to 
record an actual lecture. In most cases, it includes some real video of the tutor delivering the 
lecture along with any slides that the tutor is showing to the audience. Lecture capture record-
ings tend to be longer and are achieved by such tools as TechSmith Relay (TechSmith, n.d.) or 
Echo 360 (Echo 360, n.d.). Screen capture technology is just a recording of the tutor’s screen. It 
is possible to include a small head shot of the tutor but this is limited in size. Screen capture vid-
eos are normally shorter in length and often used for ‘hands-on’ training where the tutor takes 
the audience through a step-by-step process like how to create a blog or for short condensed 
lectures talking over a set PowerPoint slides.

Some examples of the uses of SCT include the Khan Academy (Khan Academy, n.d.) learn-
ing resources built almost entirely from SCT and used by thousands of students. A lot of the 
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content that is used in flipped classroom is based on SCT, as suggested by Bergmann and Sams 
(2012). What is more, many of the Massive Open Online Courses (MOOCs) that are produced 
by organisations such as Future Learn (Future Learn, n.d.) and Coursera (Coursera, n.d.) also 
contain a lot of SCT video. In teacher education, www.teachertrainingvideos.com offers a col-
lection of SCT videos showing teachers how to incorporate technology in their teaching (Stan-
nard, 2018).

The versatility of SCT makes it possible for researchers and educators to implement screen 
capture technology in education in a range of ways. For example, Séror (2012) and Stannard 
(2017) experimented with using SCT to give feedback to students on their written work. Stu-
dents’ responses were very positive with the screencast feedback providing more detail, more 
personalised and clearer feedback than feedback provided in a written form. The early research 
into these ideas was based around English Language Teaching but then extended to other sub-
ject areas (West and Turner, 2016). The idea has more recently been applied in a teacher train-
ing context, where trainers used it to provide feedback to trainees on teacher training courses 
(Stannard and Mann, 2018).

A range of contexts

Due to the nature of SCT, it can be used in a range of creative ways. Here are just a few ideas, 
some of which we will look at in more detail in the later sections of this chapter.

• Teachers/Teacher trainers have used SCT to record themselves talking over a course assign-
ment and providing oral and visual information about how to do the assignment. This is 
especially relevant in distance learning contexts but also where an assignment has several 
sections or options and needs clarification.

• Many schools and organisations have used SCT to create video guides that show students 
how to use the university library system, how to log onto the Moodle learning platform or 
even how to sign up for a particular course or module. The use of SCT can save time and 
money. For example, it can save money on costly induction days.

• Teachers have used SCT to record themselves talking through a marking scheme and 
explaining to students how a piece of work will be marked. This clearly has currency in a 
teacher training context, where more detailed information on marking schemes for teach-
ing practice sessions or written work can be provided.

• Teachers have put SCT into the hands of students too. For example, students can develop 
their oral skills through recording themselves talking over a picture or a set of PowerPoint 
slides. In a teacher training context a trainee teacher can talk through their lesson plan and 
then send the resulting video to the teacher trainer.

• Students/Trainee teachers can also use SCT for recording their feedback and reflections 
on a lesson. So, for example after giving a practice lesson, trainee teachers can record their 
reflections on a lesson, perhaps writing out the key points in Microsoft Word and then 
turning on the SCT to record themselves talking about the points they have listed. This can 
then be shared with the trainer or with other trainees.

What is it about video?

There is an almost ‘intuitive’ belief that video is an effective way of delivering information. It 
is by far the fastest growing medium on the Internet and is an everyday part of most people’s 
lives. Information that is passed through video is ‘dual-coded’ (Palvio, 1986). That is, a person 
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watching the video is receiving both oral and visual information. This contrasts with reading 
or listening, where the information is only being passed through one channel. There has been a 
suggestion that this ‘multimodal’ form of delivery may lead to greater retention of information 
(Mayer, 2002). Mayer (2002) suggests that one possible benefit of video is that it may avoid cog-
nitive overload. Someone who is looking at both a picture and reading text is actually working 
with only one channel, i.e., all the information is coming through the eyes, which can lead to 
‘cognitive overload’ (sometimes described as visual overload). In contrast, information conveyed 
through a screen capture video uses two channels i.e., both visual and aural information is con-
veyed. The viewer hears the commentary and looks at the picture. This may reduce the possible 
impact of overloading the visual channel (Mayer and Moreno, 2003). Mayer’s (2002) research 
shows that students who watch a series of pictures and listen to a commentary about the pictures 
recall more information than a similar group of students who look at the same pictures but have 
to read the text on the screen at the same time. In other words, the use of two channels, instead 
of one, leads to greater retention of information.

SCT is the ideal tool for producing the type of content that is delivered through two chan-
nels that Mayer (2002) highlights. Although Mayer does not claim that video is the only way to 
deliver information, he highlights the importance of the use of video within a well-designed 
series of activities. He emphasises that a well thought out video that includes certain features 
is likely to have a significant impact on retention. The following key principles (see Table 30.1) 
that Mayer (2002) put forward are a good guide for those who intend to make use of SCT.

Table 30.1 Summary of Mayer’s key principles

Principle Explanation Link with screen capture technology

Coherence 
principle

It is important not to have 
distractors such as pictures not 
associated with the narration.

When the user records the screen, they 
can mark out a specific area that they 
want to focus on and avoid including all 
extraneous content.

Redundancy 
principle

People learn better from visuals and 
narration rather than visuals and 
text. Information may become 
redundant because it is not 
processed due to visual overload.

Screen capture records both the voice and 
the screen. The output is nearly always a 
combination of visuals and narration.

Temporal 
contiguity 
principle

It is important to present words 
i.e., narration and visuals 
simultaneously.

Screen capture allows the user to record their 
voice and the screen at exactly the same 
time. The whole process is synchronised.

Segmenting 
principle

Videos should be done in short 
segments rather than one 
continuous video.

Many screen capture tools (especially the 
free ones) only allow limited length videos. 
SCT is ideal for quick videos of between 
two to ten minutes.

Personalisation 
principle

It seems that people learn 
better if the narration is in a 
conversational style.

SCT allows the user to record their own 
voice. Many tutors choose not to script 
what they say but rather record their voice 
unscripted.

Voice principle It is better if the voice is NOT a 
machine but a friendly human 
voice.

SCT uses real voice. The tutor can add their 
own voice along with the video recording.

(Mayer, 2002)
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The principles outlined above focus on the delivery of information and concepts in a way 
that maximises retention of information. Mayer recognises that after the information is deliv-
ered, students need to process the new knowledge and engage in a series of activities to really 
internalise and own the knowledge. Therefore, he claims that video may be an effective way of 
delivering ideas and concepts to students. He is not claiming that delivering learning through 
video means that the information is internalised.

Bloom’s taxonomy and creativity

Traditionally SCT videos in teacher training have tended to focus on delivering concepts and 
ideas. So for example there are literally hundreds of SCT videos on YouTube that explain what 
task based learning is, how summative and formative assessment differ or how to give feedback 
to students. These videos tend to be rather traditional in format and focus on explaining and 
summarising concepts and principles in teaching and learning. The learning tends to be very 
passive, with the viewer watching the videos and perhaps taking notes.

It is possible however, to use SCT technology in ways that make the learning more engag-
ing and less passive. This usually requires trainers to be more creative in the ways they create 
the SCT videos or by passing the use of SCT over to the trainee teachers. For example, trainee 
teachers can record SCT videos where they go over a lesson plan they have produced and 
explain their plan and what they intend to do in the classroom. In this example, the trainee 
teachers are not passive receivers of SCT video produced by the trainer but rather actively pro-
cess and analyse their lesson plan, reflecting on the rationale behind their choices and creating 
their own video.

In another example, trainee teachers might record themselves reflecting on a lesson they 
have just given, perhaps answering a series of questions that their teacher trainer has provided. 
The focus is on ‘higher order thinking skills’ as the trainee teachers analyse and reflect on their 
own lesson. It is often when we allow our trainee teachers to make use of SCT that we facili-
tate activities that support more active types of learning that encourage trainees to evaluate and 
analyse their work.

Taking creativity even further, it is possible to record a lesson with a standard video recorder, 
play the video back on a computer and use the SCT to record the lesson and comment on 
it. In this way, trainee teachers are able to analyse parts of their own lesson and comment on 
what they are doing, what they could do better and so on. The same could also be true of other 
trainee teachers on the same course i.e., using SCT for peer reflection. To illustrate, trainee 
teachers could record part of their own lesson and then provide this video footage to their 
peers. The peers could play back the video on a computer and then record themselves com-
menting on the lesson and providing feedback to the trainee teacher using SCT. These types 
of creative ideas require slightly more technical skills but in practice the only difference is that 
instead of screen capturing a PowerPoint presentation or a graph, teachers or trainee teachers 
simply screen capture a video that is playing on their screen. The only requirement would be a 
fairly modern computer.

Instructional design

How the SCT video is used will determine what type of impact it has on teacher education. 
Creative uses of SCT often lead to more trainee-centred approaches to learning, which often 
provide opportunities for trainee teachers to reflect, evaluate and apply their knowledge. How-
ever, we also need to consider how the video itself is designed. For example, a teaching video 
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might start with an introduction to the topic before it moves onto the main content. There 
might be points in the video where questions appear on the screen or perhaps the video ends 
with a series of key points to consider. This is what we call the instructional design of the video. 
Loch and McLoughlin (2011) applied self-regulated learning (SRL) theory to the design of 
their videos and suggested a series of principles that might guide the organisation and staging 
of a video:

Table 30.2 Stages of self-regulation

1. Planning and goal setting • Provide an overview of the concept being 
presented.

• Activate prior knowledge.
2. Monitoring processes and metacognitive 

control
• Ask students to set a goal for the session.
• Present questions and tasks to check for 

understanding, and to get students to 
actively engage in the problem-solving 
process.

3. Reflection on self-knowledge and task 
achievement

• Encourage students to reflect on the 
learning process and on their understanding 
of the concept.

• Ask students to document areas of 
uncertainty and to prepare questions for 
their lecturer or tutor.

(Loch and McLoughlin, 2011)

There is a danger that watching a video can be a rather ‘passive’ type of activity like watching 
the TV. This is particularly the case where the video is essentially delivering basic summaries of 
key concepts and ideas. To eliminate this, Loch and McLoughlin (2011) suggest breaking up the 
videos into sections and providing opportunities to the viewer to reflect on the content of the 
video while viewing it (perhaps through questions that appear on the screen). They also suggest 
summarizing the key points or asking viewers to write down questions after watching the video.

The principles that appear in Table 30.2 could easily be applied to activities where the trainee 
teacher rather than the trainer is making a video. If a trainee teacher aims to record a reflective 
SCT video where they review a lesson they have just given, the video might include the fol-
lowing steps:

1. Set the context (level of group, objectives of lesson, etc.).
2. Focus on one aspect of the lesson that went well.
3. Focus on one thing that you weren’t so pleased with.
4. Explain how you might improve it in the future.
5. What have you learnt from this process?

Providing a structure like this can help trainee teachers to organise their thoughts and produce 
more meaningful reflections that engage with the details and depth in their lessons. By thinking 
about the instructional design, we can make SCT videos much more engaging.

The following section demonstrates an example of how one of the authors of this chapter 
used SRL to develop reflection amongst his trainee teachers.
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Creating a video is very much like a ‘blank sheet’ and the actual content can vary widely 
(Sugar et al., 2010). For example, SCT seems to fit well with the instructional design of model-
ling answers or operations (Wouters et al., 2008). An example might be where a teacher trainer 
provides an example lesson plan on a task-based lesson and creates a screencast video that talks 
through the various stages of the lesson plan. This model video can then be provided to the 
trainee teachers who can make use of it to help them plan their own lesson. Another example 
might be a screencast video of a teacher trainer modelling presentation techniques that trainee 
teachers could consider using when giving a lesson. In both cases the screencast video provides 
trainee teachers with a model that they can follow. Again, the principles of instructional design 
can be applied to make the videos engaging and thought provoking.

Flipped classroom

The idea of the flipped classroom began to emerge from the United States of America about 
12 years ago (Bergmann and Sams, 2012). It is loosely based on a previous idea known as the 
inverted classroom (Conley, 2013). Access to digital learning assets means that students can now 
access videos, articles, podcasts and a whole range of learning content outside the classroom. It 
is possible for example for a student to watch a video about the ‘Fall of the Roman Empire’ at 
home, prepare some key points and then come into class and engage in a group task to share 
ideas about why ‘Rome fell’. One of the key principles underpinning the flipped classroom is 
that teachers do less teaching in the class and spend more of the class time on group work and 
task based activities. So in this example, the use of the video at home, takes some of the ‘teaching’ 
time out of the lesson and in theory allows more time for discussion and group tasks.

Flipped classroom can also be applied to teacher education. For example, we previously 
mentioned that one possible use of screencast video is through worked models. A trainer might 
produce a screencast video that takes trainee teachers through a model example of a task-based 
lesson plan. The trainee teachers watch the video at home and plan a task-based lesson. Then, in 
class, the trainee teachers are put into groups and asked to present their lesson plans to the rest of 
the group. The rest of the group discusses the strengths and weaknesses of the plan, and suggests 
improvements. The benefit of using SCT is that the teacher trainer does not have to use valuable 
class time explaining what a task-based lesson is.

Authors’ examples

Russell Stannard worked with a group of trainee teachers who participated in a Technology in 

English Language Teaching (ELT) module. In the course, trainee teachers were engaged in a num-

ber of classes where various technologies were used. After participating in the lessons, they were 

asked to reflect on the lessons and to comment on the contribution the technologies had made 

to the lessons. Instead of asking trainees to answer a questionnaire, the trainee teachers were 

sent a PowerPoint slide with questions to answer. These questions were structured so that spe-

cific issues and points would be raised using the principles of self-regulated learning. The trainee 

teachers were asked to open up the PowerPoint slides, record their answers to the questions using 

SCT and then, submit the resulting videos via Moodle. Stannard found that the recorded oral 

reflections were much more detailed than the reflections he had previously received in written 

form. In the subsequent lesson, he organised the trainee teachers into groups and asked them to 

listen to some of the reflections from other trainee teachers and comment on them.
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Some of the data on the impact of the flipped classroom has been quite positive (Enfield, 2013). 
However, there is currently no such data on the impact of this in teacher training contexts. An 
example of where it has an impact on teaching and learning is when dealing with differentiation. 
There seems to be evidence that it may impact on weaker students who are able to play and replay 
the learning input at home to master the materials. Curtis et al. (2008) found that weaker students 
on database courses could work through the learning material and build up the basic core skills 
which then enabled them to move onto the more difficult concepts. In another study, the students 
reported that they had more opportunities in class to ask questions as the lesson time was more 
focused on doing task-based activities, which also gave the teacher time to move around the class 
to clarify points and deal with problems (Roehl et al., 2013). These points may also be applicable 
to teacher training contexts and it will be interesting to see if such studies emerge.

Open and distance learning

A real challenge in distance learning is teacher presence. On distance learning courses students 
often feel isolated and work through a course without really feeling the presence of their teacher 
(Olesova et al., 2011). This is particularly the case where an online teacher training course has 
lots of third-party materials from sources such as YouTube, Vimeo and blog posts. It can almost 
lead to a teacher being anonymous on a teacher training course since most of the material is 
not produced by the teacher trainer. Screen capture can help deal with this by facilitating the 
production of content produced by the teacher trainer. In this way the students can hear the 
teacher’s voice and feel their presence on the course. Research evidence suggests that students 
expect to hear their teacher’s voice on these types of courses and actually prefer it to third party 
material (Ladyshewsky, 2013).

Feedback

As mentioned earlier, SCT can easily be used as an innovative way of providing feedback to 
students. This area has been quite widely researched and more recently has been looked at in the 
context of teacher education (Stannard and Mann, 2018). Their work underpinned much of the 
previous research and highlighted the following benefits:

1. Much more detailed feedback can be provided. A person speaks at around 140 words a minute 
and so in a five-minute video, over 700 words of feedback can be provided as well as any 
visual information on the screen. This contrasts with the quite limited written feedback 
most trainers give.

2. Trainees find it clearer. Teacher trainers are able to provide much more context when giv-
ing feedback and this helps trainees to understand the feedback better. This contrasts with 
written feedback which tends to be in the form of short comments with little context or 
background information.

3. Trainees value the voice. Many trainees seem to like feedback delivered through the voice. 
Thompson and Lee (2012) suggested this might be to do with the use of hedging, which 
softens the feedback. Feedback provided through the voice tends to be chattier and makes 
use of modality and may feel less threatening.

4. It is more motivating. Trainees find the screencast feedback more motivating. This though, 
it likely not to be the case if the screencast videos are continually used as a mode of giv-
ing feedback. The suggestion is that the ideas should be used in key moments, perhaps for 
example before a trainee teacher is going to deliver a final paper or give a lesson.
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Authors’ examples

While at the University of Warwick, Russell taught on the MA in ELT specialising in the use of 

technology. Along with Tilly Harrison, they decided to ask the participants on the course to keep 

a reflective blog where the participants (mainly students preparing to become teachers) were 

asked to describe the different technologies they were exposed to on the course and how they 

might use them in their own teaching and learning. The reflective blog was an integral part of 

the assessment and it was decided to use screen capture to give the students feedback on the 

blogs they created. Giving feedback in written form can be laborious and it can be difficult to 

give comments concerning the layout, organisation or navigation of the blog. The problem is 

that the written comments are on a separate document to the blog. By using SCT the blogs can 

be opened on the screen and the tutors can record themselves going through the blogs pointing 

out issues around design, layout and organisation. The students can play back the video, listen, 

and watch their course tutor directly reviewing their blog.

This next example again concerns the use of feedback in a teacher training context. It 
highlights how the use of SCT can help provide feedback to newly recruited teachers on their 
observations and focuses on a number of interesting benefits while at the same time highlighting 
possible limitations.

Authors’ examples

Ayşegül Sallı works as a teacher and a teacher trainer/mentor at the Foreign Languages and 

English Preparatory School, Eastern Mediterranean University in Cyprus. During the fall semester 

2017–18, she mentored a group of newly recruited part-time English language teachers who 

were on the induction program. The program requires the part-time teachers to conduct two 

observed lessons. The classroom observation cycle includes pre-and post-observation meetings. 

In the pre-observation meetings part-time teachers and their mentors meet to go over the lesson 

plans the part-time teachers have produced. The part-time teachers receive feedback on their 

lesson plans and make modifications before conducting their lessons. After their lesson observa-

tions, the part-time teachers meet with the mentor to discuss the lessons and receive feedback.

Due to the busy work schedule of both Ayşegül and the part-time teachers, Ayşegül decided 

to provide feedback on part-time teachers’ lesson plans via SCT rather than actually meeting 

them to talk through the plans. She hoped providing screencast feedback would:

a) reduce the dependency that the part-time teachers have on her;

b) allow the part-time teachers to listen to the screencast feedback in their own time and at 

their own pace;

c) provide them with the opportunity to play and replay the screencast video as much as they 

wanted to;

d) give them more time to absorb the information and make necessary changes to their lesson 

plans; and

e) save time.
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When the part-time teachers submitted their lesson plans via Edmodo, Ayşegül used SCT to 

provide feedback on their lesson plans. Then, she shared the screencast videos on the Edmodo so 

that the part-time teachers could access the link to listen to their feedback, and make appropriate 

changes to their plans. A sample screencast video feedback can be reached from the following link:

www.youtube.com/watch?v=LAUEUBfFwXw

At the end of the semester, Ayşegül prepared a survey that included seven open-ended ques-

tions on Google Forms to gather data about the part-time teachers’ reaction to this way of 

receiving feedback on their lesson plans. She then posted the survey on Edmodo. The questions 

asked the part-time teachers to write about what aspects of screencast video feedback they liked, 

how they benefitted from it, list any advantages and drawbacks, and whether they would like 

to receive screencast feedback in the future. All of the participants responded to the questions.

The part-time teachers reported that they valued the screencast video feedback and highlighted a 

number of advantages. The main advantage highlighted by the part-time teachers was the opportu-

nity to listen to the feedback when and where they wanted to. One of them reported that receiving 

screencast feedback on their lesson plans ‘reduced the possibility of making a mistake’ preparing the 

final lesson plan as it would be ‘difficult to note everything down during a face-to-face pre-observation 

meeting’. Another new teacher commented: ‘It can be hard to make changes on our lesson plan by 

just listening to the trainer once. Therefore, screencast feedback gave me the chance of listening to 

my feedback more than once.’ This is an interesting point and highlights just how important it is to 

play and replay the screencast/video feedback. Crook et al. (2012) also reported on similar findings.

Clarity of feedback emerged as another finding. One of the part-time teachers stated that 

‘the trainer was to the point’ in the SCT feedback video. Each point was clearly made with ‘tips, 

suggestions or questions’. Another new teacher indicated that ‘the trainer highlighted the areas’ 

they needed to work on and this made following the feedback easier. Clarity was clearly a benefit.

On the other hand, the part-time teachers stated their preference for face-to-face pre-observation 

meetings due to the fact that they could ‘ask questions’ to the trainer on the spot while going over 

the lesson plan. One of the participants voiced their opinion as follows: ‘Video feedback on lesson 

plans is fine but I definitely prefer face-to-face feedback on my lesson plan.’ Therefore despite the 

merits of screencast feedback, face-to-face pre-observation meetings to discuss certain issues on les-

son plans was preferred. Another trainee suggested that perhaps both have value:

I would prefer both. However, face-to-face feedback may be better because it enables dis-

cussion but it will not be possible to meet face-to-face all the time. Video feedback on the 

other hand gave me the opportunity to access the feedback as many times as I wanted.

The quote above highlights that though the SCT can be an effective way of providing feed-

back to teachers, in this context it seems that they prefer face-to-face meetings to receive feed-

back on their lesson plans as it allows for more of a dialogue.

One key issue here is to look at ways of making the process more dialogic. Mann and Walsh 

(2017) suggest that when trainee teachers hand in their lesson plans, they could also hand in a 

form highlighting what specific issues and areas they would like feedback on. The trainer could 

then provide feedback on these specific issues and make the feedback much more specific to 

each student. Another way to build interaction might be through asking the students to respond 

to the video feedback by perhaps telling the tutor what feedback they have used or acted on.

http://www.youtube.com
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Examples from other contexts: How are teachers around the world 
using screen capture technology?

So far we have discussed the general use of SCT in education and also looked at some specific 
uses of it within teacher education, mainly drawing on the research and work of the authors. In 
this section we want to take a broader look by looking at what other teachers around the world 
are doing with SCT. As we mentioned right at the start of this chapter, SCT is now beginning 
to be widely used in education. These examples reflect the flexible nature of SCT and various 
ways it can be used.

It is interesting to see the range of ways that SCT is being used. It can not only have an 
impact on the way that teaching and learning is delivered but it can even have an impact on the 
administration of courses and the way new teachers are recruited onto programmes. As we stated 
right from the start, SCT is being used in (see Table 30.3) a wide range of areas of education.

Table 30.3 Uses of SCT

Name ICT use

Will Sutton Uses SCT to make training videos for the teachers at his college. There is a 
continual need to offer CPD on a whole range of topics including training the 
teachers on the VLE, passing information about new systems and processes 
within the college as well as technical training etc. Making SCT videos frees 
up a lot of time, means there is 24-hour access to the training and allows for 
much greater flexibility in where and when the teachers access the content. It 
also saves money as there is less need for CPD sessions.

Sean Wordingham Has used SCT to give trainee teachers feedback on their lesson plans. He 
commented: ‘I also saw a real improvement in the lesson plans that I was 
sent. I feel this is because hearing my comments while watching me change 
aspects of the lesson plan is much more memorable for trainees.’

Ece Zehir Topkaya Runs teacher training courses in Turkey and as part of the course actually trains 
the teacher trainees to use SCT. They have to make a learning asset like a 
pronunciation video, review of vocabulary, grammar lesson or video about 
organising an essay etc. The idea is that they learn to use SCT and learn its 
relevance in their teaching and learning. It is vital in the twenty-first
century that new teachers know how to use SCT as it is technology that will 
continually come across in their teaching and learning.

Leigh Quadling-
Miernik

Building an online M-level business programme. The 33 lecturers who are 
contributing content to the course have very different levels of knowledge of 
creating and uploading learning material for the course. Leigh has used SCT 
to make a video that shows the rest of the team how to upload their learning 
content into the Moodle site and create activities. This is a tremendous help 
as it means that Leigh doesn’t have to get all the teachers together for a 
training session to learn how to use Moodle.

Henno Kotze As the senior teacher, is involved in the process of teacher induction. This can 
be a very time-consuming process. Henno has produced SCT videos to help 
teachers learn a whole range of different tasks that they need to know when 
starting a new job. This includes things like ‘How to check they have been 
paid’ or ‘How to access the school’s virtual learning environment’. Videos 
have also been made on more specific tasks linked to teaching and learning. 
This saves considerable time when teachers are inducted into the school as 
new teachers can access this content in their own time.
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Suggested tools and options to overcome possible challenges

We have described a number of case studies from different contexts and also provided examples 
of how SCT can be used in teacher training/education. Each one will have its challenges in 
the use of the technology as well as adapting to new ways of delivering learning and setting up 
tasks. The technical issues have become less challenging over time but teacher trainers will need 
to decide on a screencast software, learn to use it to make videos, save the resulting videos and 
upload them to the relevant repository for trainee teachers to access. The same challenge will 
confront any trainee teacher using SCT. We highly recommend that it is not only teacher train-
ers that should be using SCT but trainee teachers too.

One common question from all teachers is how the students/trainee teachers play back the 
videos and what software they need to do this. In nearly all cases the resulting videos made using 
SCT are immediately playable on any device. They can be uploaded onto YouTube, Google 
Drive, Dropbox, Moodle, Edmodo etc. or simply saved on the computer and shared via email. 
There is no need for the person playing the video to have any specific technology. What you 
do need of course is a fairly good internet connection or 4G network if you are watching the 
video from a phone.

In reality, what is actually the most challenging is simply getting used to a new form of 
delivering learning and receiving content from your trainee teachers. Thinking about how to 
make the optimal video that clearly delivers the content and material to the trainee teachers 
takes some time. However, as a teacher trainer becomes more proficient and organised in their 
approach to creating their videos, they are likely to change the format and way they design 
videos.

There are a huge number of screen capture software tools and many are actually free. A search 
on Google with the term ‘screen capture software’ or ‘screen capture technology’ will bring up 
a list of options. This is a list of the free and paid technologies (see Table 30.4) that the authors 
have been exposed to and used.

Table 30.4 Free screencast tools

Name Description Advantages Disadvantages

Jing
www.techsmith.

com/jing-tool.
html

Free tool 
downloaded 
onto their 
computers and 
then use very 
easily.

Free tool and easy to use. Can only save videos 
online. Offline recordings 
are saved in a format 
that is not native to most 
computers. Limited to 
five-minute videos.

Cam Studio
http://camstudio.

org/

Free tool 
download onto 
a computer.

Free tool with capability 
to save resulting videos 
onto a computer. Can 
be downloaded onto a 
computer, so Internet access 
is not necessary.

Rather slow to use and 
limited options.

Screencast-O-
Matic

https://screencast-
o-matic.com/

Free tool that can 
either be used 
online or by 
downloading the 
software onto a 
computer.

Can create videos of up to 15 
minutes. Has a paid option 
too.

Can be tricky to use, 
especially the online 
version. Once mastered 
it is reliable but the 
videos are limited to 15 
minutes.

http://www.techsmith.com
http://www.techsmith.com
http://www.techsmith.com
http://camstudio.org
http://camstudio.org
https://screencast-o-matic.com
https://screencast-o-matic.com
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For free tools (see Table 30.5) our recommendation would be Screencast-O-Matic. It is some-
times a little tricky to use since the recorder opens as a separate app when you make a screen 
capture recording but once you have mastered that, it is reliable and offers a number of sharing 
options. For paid tools, our recommendation would be SnagIT. It is a one-off payment of $30 
(single license education pricing). The cost may be prohibitive to some teachers but it is a reli-
able tool and one that offers a number of options for a teacher. The image capture facility is also 
very good. You can download SnagIT for free and trial it for two weeks.

Conclusion

This chapter has looked at the number of possible ways that SCT can be used in teacher train-
ing/education. As it is being widely used in education, we encourage teacher trainers to intro-
duce this technology to their trainee teachers to make use of it.

SCT is often used to produce learning assets that deal with topics such as formative assess-
ment, feedback, task-based approaches to learning and so on. Many of these can be found on 
YouTube. However, we have highlighted the point that if used creatively, the use of SCT can 
lead to videos that encourage active learning. Applying the principles of self-regulated learning, 
for example, can create much more compelling videos.

Do not forget that some of the most interesting and perhaps rewarding ways of working with 
SCT occur when we put the technology in the hands of our students or trainee teachers. It is 
ideal for reflection, discussions, presentations and sharing.

Just like any technology, the more familiar a teacher trainer or a trainee teacher becomes with 
using it, the more creative they will become with the way they use it. Based on our experience, 
it is probably best to build up confidence with the technology by producing material for trainee 
teachers first and then once a trainer is confident with the technology, introduce it as a tool so 
that trainee teachers can also use it.

There are a few challenges to overcome when using SCT but they are surprisingly few as 
technically this is a very simple technology to work with.

Remember also that this technology can be used way beyond the classroom. Newly recruited 
teachers can be provided with screen capture videos to learn all sorts of things like how to log on 
to the schools VLE or how to use the institution’s email system. Libraries make extensive use of 

Table 30.5 Paid screencast tools

Name Description Advantages Disadvantages

SnagIT
www.techsmith.

com/download/
snagit/

Low cost option that 
allows for good 
quality recordings 
by downloading 
the application.

Has basic editing options 
and can be easily 
distributed to a variety of 
repositories. It also has a 
good image capture.

Requires a one-off 
payment of $30.

Camtasia
www.techsmith.

com/video-
editor.html

Produces high quality 
recordings and 
allows a huge range 
of edits producing 
very professional 
outputs.

Has excellent edits. Lots of 
free assets included.

Expensive to buy ($169) 
and requires training to 
learn to use the editing 
options but can produce 
highly engaging videos 
with quiz options etc.
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SCT to provide help for students learning to search for journals on database systems. Wherever 
support and help is needed, SCT can play a vital role.

Further reading

In this section we are recommending some published articles and books in the area of technology  
integrated language teaching and learning and teacher development for further reading.

Li, L. (2017) New Technologies and Language Learning. London: Palgrave.
 The book has three sections. The first section has two chapters that review seminal publications to give 

an overview of current research in the field. The second section, Chapters 3–6, focuses onto practices 
using new technologies to in different contexts. The last section from Chapters 7–10 focuses on feed-
back, materials, and teachers’ attitudes. In this section, Chapter 7 is devoted to screencast feedback and 
assessment which also taps into possible challenges. Readers are provided with guidelines to follow 
regarding new ways of giving feedback. Among many others, one of the strength of the book is that it 
combines theory and practice and the tasks help the reader personalize information.

Zou, B. and Thomas, M. (2018) Handbook of Research on Integrating Technology into Contemporary Language 
Learning and Teaching. Hershey, PA: IGI Global.

 This handbook aims to investigate the connection between language education and technology as well 
as the capacity of technological advances used to enhance language education. The book covers a wide 
range of critical scholarly articles on various topics from computer-assisted language learning, to flipped 
instruction, mobile technologies, and teacher education. Language teachers, teacher trainers, researchers 
and education professionals who search for relevant research on the improvement of language education 
through the use of technology can benefit from this handbook.

Nayar, K. A. (2018) Teaching and Learning in Technology Empowered Classrooms—Issues, Contexts and Practices. 
Gurgaon: Partridge Publishing.

 This book focuses on not only the practical issues and case studies but also policy guidelines and features 
of policy frameworks that are affected by development and implementation of technology. The book 
describes different curricular research carried out in various contexts together with success and failures 
as well as the reasons. Furthermore, teachers can investigate the potentials of several technological tools 
for pedagogical implementation. This book may be a useful guide for teachers who are eager to inte-
grate technology in lessons but have some doubts about how to do so.

Elola, I. and Oskoz, A. (2016) ‘Supporting Second Language Writing Using Multimodal Feedback’. Foreign 
Language Annals, 49(1) 58–74.

 The researchers report on a case study conducted with a group of Spanish language learners, who 
received both written and oral screencast feedback on their narrative essays. The results show that 
learners expressed their preference of oral feedback on the content, structure and organisation of their 
written work and the written feedback for form.
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Introduction

Over the last few decades, the use of video as a resource in teacher education has spread from 
being an innovation to becoming an increasingly established feature in both pre- and in-service 
teacher education (Brophy, 2004). Practitioner and research reports show that videos are used in 
educating teachers of all levels and subjects featured in education (Gaudin & Chaliés, 2015). The 
reason for this increased integration of video resources in teacher education lies in the specific 
affordances these offer. The most important of these are, first, the provision a lasting record of 
teaching practice, which can be viewed repeatedly and paused, so allowing for a selection of 
focus on the part of the student teachers and teacher educators, as well as a reduction of the 
demands of remembering a lesson observed or taught live. Second videos can be edited and 
collected, so that video libraries of teaching specific aspects can be created and made accessible. 
Finally, the use of videos allows for an observation of alternative practices, e.g. those in differ-
ent contexts or following different curricula and/or frameworks, and so expands the range of 
pedagogical choices that (student) teachers are confronted with (Sherin, 2004). Additionally, the 
use of video resources can alleviate pressure on local schools in terms of visiting student teachers, 
and bypass any difficulties in accessing schools for lesson observation.

Despite many advantages, the creation and use of video resources for teacher education is 
not without its inherent difficulties. Curry (2012: 92) points out that the educationally posi-
tive fact of having a permanent record of a teaching event can ‘heighten participants’ sense of 
vulnerability in ways that […] complicate the negotiation of relationships between researchers, 
subjects, and audience’. Additionally, the choices made during recording in terms of camera and 
microphone positioning, as well as later on during editing can restrict the viewers’ observational 
options. Despite such drawbacks, video resources maintain a level of authenticity in reflecting 
the professional practice observed.

In line with Blomberg et al. (2011), I consider the use of videos in itself not a ‘teacher educa-
tion methodology’ here, but see it as a relatively ‘neutral’ tool, which can be usefully linked to 
a variety of overarching models of language teacher education. Thus, the examples discussed in 
this chapter can be linked to aspects of competency-based or standards-based models of teacher 
education where, e.g. novice teachers aim to acquire the ability to perform certain aspects of 
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language teaching or where established teachers aim to show conformity to required competen-
cies to gain professional accreditation. Equally, and over recent years with increasing intensity, 
the use of video resources has been linked to reflective teacher education models, harnessing 
their potential to offer teachers a ‘new’ perspective on their own teaching and their own stu-
dents’ learning, a means to focus on specific educational cases or dilemmas, and finally, to reflect 
upon their individual growth and development. Given this variety of application, any positive 
effects on teacher learning from the use of video resources depends largely on their effective 
integration in an instructional framework rather than on any inherent qualities.

This proliferation of the practice of video use in teacher education, however, does not tally 
with an equally active research interest. In 2004, Sherin noted that:

video has become a permanent fixture in teacher education. What is surprising, however, is 
that despite its extensiveness, the use of video in teacher education does not always reflect 
an understanding of precisely what it is about video that might provide support for teacher 
learning.

(ibid.: 10)

The overviews of research into the use of video in teacher education by Gaudin and Chal-
iés (2015) and Marsh and Mitchell (2014) are clear evidence that the situation has since 
improved, and we can note that the potential of video resources to extend teacher learning 
has recently received increased attention in English language teacher education research (see, 
e.g. Eröz-Tuğa, 2013; Köhler, 2014; Kourieos, 2016; Mann, forthc; the VEO and SETTVEO 
projects). This is in contrast to the more established and vibrant research scene addressing video 
resources in teacher learning focusing on other subjects, especially science and mathematics 
(see e.g. Brophy, 2004; Calandra and Rich, 2015; as well as the body of work by Sherin and 
colleagues).

The present contribution aims at providing an overview of extant research on the use of 
video in English language teacher education and of research into the education of other sub-
ject teachers where there appears to be clear potential for transferability to ELT teachers. I will 
briefly discuss the main distinctions in types of video resources before then turning to the key 
findings and issues surrounding their use in language teacher education and their potential of 
enhancing specific teacher education practices. The final section will provide an outlook both 
in terms of potential new practices and new research endeavours.

Practicalities and types of video resources

As with the use of any technology-based innovation, the affordances and limitations of the 
actual technology affect their spread and use in practice. While teacher educators have inte-
grated video since the 1960s (Brophy, 2004), recent technological advances have fostered an 
increased uptake and diversified use of video resources in teacher education. The tremendous 
developments in the ease with which classroom practices can be recorded and the videos edited, 
together with the quality of the final productions, are coupled with decreased costs. The man-
agement of teaching related videos in terms of storage, accessibility and sharing has equally 
improved. In addition to mainstream computer applications and web-based resources that are 
adapted to teacher education uses, there are now several dedicated programmes for educational 
uses of videos, such as VideoPaperMaker®, VAST (Video Analysis Support Tool, see van Es & 
Sherin, 2002) or the Observer Tool (Seidel et al., 2010). Most recently, the tool VEO (Video 
Enhanced Observation, see www.veo-group.com/) was launched, which is specifically aimed at 
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facilitating recording and tagging on tablets. Most of these programmes allow teacher educators 
as well as students to easily select sequences that can be shared with either mentors or peers, and 
frequently allow for comments to be included in annotation panes alongside an integration of 
video clips in e-portfolios or hyperlinked papers.

Advances in technology have led to consistently rising levels of use of video resources in 
teacher education as well as to an increasing variability of formats of these resources. While 
there are no exact numbers or percentages for how many language teacher education courses 
have integrated the use of video resources, the surveys suggest that the average numbers of using 
videos as part of a course range from three times in a sample of 208 mostly US and Canadian 
teacher educators (Christ et al., 2017) to six times per course in a sample of 94 US teacher edu-
cators (Arya et al., 2016). These surveys also found a substantial variation in terms of individual 
video use in class, so that some teacher educators used several videos per session and others did 
not integrate video at all.

With regard to the second point, diversity, we find that video resources differ on four main 
production-related criteria. Two of these present as continua, namely, a) being edited and b) the 
quality of the recording. Criterion a) can affect the overall ratio of raw recording time to time 
on video and/or the selection of specific activities or other points of focus. The effects of editing 
in using video resources can be dramatic and make the ‘difference between a piece of video that 
feels like a slice of life from the messy reality of classrooms to a slick performance that does not 
reflect the messiness of actual teaching’ (Le Fevre, 2004: 238). Criterion b) covers both picture 
and sound quality, with the biggest variability found here in the quality of the recordings of 
student speech. The remaining criteria take an absent/present format and concern the free avail-
ability of the video resource and the availability of additional resources.

In addition to these production-related criteria distinguishing types of video resources, 
there are further important distinctions to be made in terms of the teaching practice being 
recorded. A key criterion here is whether the practice observed is the observer’s own or that 
of another teacher. Both types of video are frequently used in language teacher education, 
with the first type, i.e. teacher-observer = teacher on video, most commonly found in reflec-
tive practice-based programmes for pre-service and, more rarely, in-service teachers, and the 
second type, i.e. teacher-observer ≠ teacher on video, either as part of group practices of view-
ing videos where all participants view each other’s performances, or in competency-based 
teacher education programmes as items representing standard or ideal practices. Also, we can 
distinguish in terms of the time of the teaching event taking place vs. the time of viewing 
the video. Most of the video viewing activities take place in an asynchronous format, i.e. they 
are viewed after the teaching has taken place. There are, however, a number of projects that 
involve synchronous viewing via a link to a ‘live’ classroom (see e.g. Coyle, 2004; Marsh et al., 
2010; Mitchell et al., 2010). While many of the affordances specific to using video, such as the 
‘luxury of time’ (Rosaen et al., 2008, 349) in allowing for pausing, repeated viewing, rewind-
ing, selection etc., an advantage suggested for synchronous use of video is to ‘mitigate the 
“reality shock” ’ (Marsh & Mitchell, 2014) of teachers entering the practicum or, indeed, their 
first professional postings.

Linked to these are the final group of criteria according to which video resources can be 
classified which relates to the classroom practices represented. These can be roughly grouped 
into four categories, as shown in Figure 31.1.

These distinctions are to some extent abstractions, and in reality, there are overlaps and fuzzy 
boundaries; nevertheless, the potential of video use in teacher education partially depends on 
the affordances of the targeted type of classroom representation. The use of both ideal(ized) 
and innovative practice will be discussed below in connection with competency-based teacher 
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education. All four types, especially trainee and representative practices, feature prominently as 
aids fostering teacher expertise, most notably so in reflective teacher education programmes.

Research overviews (Gaudin & Chaliés, 2015; Marsh & Mitchell, 2014), surveys of prac-
tice (Arya et al., 2016; Christ et al., 2017) and informal practice reports show that successful 
examples of teacher educators using the whole range of available videos, from unedited clips 
publicly available on platforms like Youtube to commercially produced, high quality and heavily 
edited videos. However, in light of the current variation in individual practices of integrating 
video resources, I concur with Arya et al. (2016) on a need to develop structures that foster 
an increased and more systematically varied use of video resources. The following section will 
provide an overview of the research findings from an integration of video resources in language 
teacher education programmes

Integrating video resources in language teacher education

Like many technological tools in education, video resources do not in themselves constitute 
a means of teacher education or development, but are a tool supporting and integrated into 
teacher education programmes. In this contribution, I suggest a broad distinction between the 
use of video resources in competency-based teacher education programmes, on the one hand, 
where videos might be used to exemplify a particular aspect of teaching, e.g. vocabulary. On the 
other hand, I will consider the use of video in teacher education programmes, that more gener-
ally aim at fostering greater expertise, such as Reflective Practice.

Video resources as part of competence-based teacher education

One of the frequent uses made of video resources in teacher education lies in their use as easy 
access points exemplifying specific, frequently isolated, aspects of language teaching. This can 
take place in the form of videos that – overtly or implicitly – suggest that the viewer should 
emulate the teaching presented on video in their own practices. Reasons for this vary, often the 
presumed viewer is a pre-service or novice teacher, but such use of videos has also been made 
when curricula or recommended teaching practice change.

One major use of videos in teacher education is as a means of presenting standard teaching 
practice, implicitly often assumed to be an ideal. This is the rationale underlying many com-
mercially available teaching videos, such as the ones included in teacher training books (e.g. 

REPRESENTATIONS ON VIDEO

STANDARD PRACTICE

INNOVATIVE PRACTICES

REPRESENTATIVE PRACTICES

TRAINEE PRACTICES

Figure 31.1 Types of classroom practices represented on video resources
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Harmer, 2015; Thaler, 2012), produced by commercial language teacher training companies, 
such as the DVD series of the IH International House London or by national bodies like the British 
Council. A common feature of such resources is quite extensive editing, frequently cutting out or 
shortening any non-teacher-led activities, like group work. This predisposes the viewers towards 
a focus on the teacher and their actions. The resource creators explicitly brand these videos as 
showing examples of ‘best practice’ teaching, often focused on either quite general approaches 
or methods (e.g. Task-Based Language Teaching) or specific skills (e.g. listening), or uses of new 
technologies (e.g. interactive whiteboards). Bearing in mind the fact that all materials in teacher 
education can be used in a variety of ways and for diverse goals, we can stipulate that this spe-
cific representation implies two things; first, that teaching can be viewed as a set of competences 
which can be studied and acquired in isolation and, second, that student teachers should emulate 
these practices and learn through copying. A result, however, of the common editing is that the 
complexity of classrooms and the often eclectic practice of teachers in terms of methodology 
is removed from the viewer’s sight, so that typically only the features in line with the focus of 
the video are maintained from a classroom. While time-efficient, the erasure of long periods of 
student activity downplays skills in classroom management, giving feedback and creating affor-
dances of learning that might be enacted by the classroom teacher.

Despite these drawbacks, this use of video resources enjoys popularity especially in pre- 
service teacher education and on fast-track training courses. Overall, this particular representa-
tion of practice is used to provide a quick and accessible introduction of how to teach, very 
often by focusing on individual practices/elements. Despite the frequency of this use, it has not 
yet been given research attention. We might speculate, however, that the apparent slickness of 
the teaching portrayed might be a source of frustration for novice teachers encountering the 
messiness of real classrooms in their individual practices.

To some extent similar to the practice described above, video representing standard practices 
can be used in order to show examples of teaching adhering to specified curricular demands. 
This can be intended as a guide towards teachers, as in Strickland and Doty (1997), who show 
how teacher educators used videos to exemplify two expert teachers adhering to the guidelines 
from the National Council for the Teaching of Mathematics.

Showing standard practice on video is also linked to the assessment of teachers, both at 
pre- and in-service stages in their career. This can take the form of in-service teacher videos of 
own practice to accompany applications for diverse teaching qualifications. Examples of these 
are the US American National Board for Professional Teaching Standards (www.nbpts.org/national-
board-certification/), which are available for English as a New Language (see www.nbpts.org/
wp-content/uploads/ECYA-ENL.pdf) and for French and Spanish as foreign languages. Teach-
ers are required to submit two 15-minute samples of their teaching plus accompanying com-
mentaries to exemplify their adherence to the relevant standards. Brantlinger et al. (2011) show 
in their discussion of the preparations of these materials by a group of mathematics teachers that 
there does seem to be reflection on the part of the teachers in operationalizing these standards 
and applying them to their work. However, this reflection is subsumed under the overarching 
aim of showing themselves to be conforming to standard teaching practices in their classrooms. 
In a slightly different format, Wiens et al. (2013) show the use of a standardized video-based 
assessment of pre-service teachers’ ability to identify effective teaching strategies in videos of 
other teachers’ practice. Their initial findings suggest that their standardized tool VAIL (Video 
Assessment of Interactions in Learning) is reliable in measuring student teacher learning, although 
there is as yet limited evidence on the performance in this measurement to classroom behaviour. 
Admiraal et al. (2011) report on the use of a video portfolio in pre-service teacher assessment, 
where Dutch student teachers had to show their adherence to the national teacher standards, 
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and the means to ensure reliability and validity of this assessment format. Their findings suggest 
clear benefits of using video recordings of student teachers’ practice as they provide samples 
of behaviour necessary and so are more valid as performance-based assessment. This study also 
showed how the student teachers in their design of the portfolio were engaged in active reflec-
tion on their teaching and both Admiraal et al. (2011) and Wiens et al. (2013) make reference 
to ‘video clubs’ as a locus of reflections related to the production of these competency-oriented 
videos.

Sometimes, videos of as yet innovative practices are used in the context of a change in stand-
ard teaching practice, most frequently in relation to changes in the curriculum. Thus, videos may 
offer authentic examples of how to make (new) curricular requirements work in a classroom 
(Stickland & Doty, 1997).

Video resources as supporting teacher expertise

One of the targets long since identified in teacher education and development is a move towards 
greater expertise (Berliner, 1994). Research into teacher cognition (Borg, 2006) and teacher 
expertise (Tsui, 2003) shows that the specific knowledge and teaching processes applied by 
expert teachers are sophisticated, professionally specific and directly influential in the learning 
affordances provided by such teachers. What has also been noted is that expert teachers have a 
better developed ‘professional vision’ (Goodwin, 1994; Wipperfürth, 2015). Reflective practice 
(e.g., Mann & Walsh, 2017) has been accorded a pivotal role in fostering teacher expertise and 
there is a clear link between the ability to notice and analyse observed practice and the ability to 
reflect upon practice and integrate such reflections with theory. An aim of reflective practice is 
ultimately to improve teaching practice so that learners have a more fruitful educational experi-
ence. The concepts of teacher expertise, noticing, reflection, reflective practice and teacher devel-
opment are distinct, but share certain underlying assumptions. In the study of video resources in 
teacher education, some studies have looked at several of these factors together while others have 
separated them. In the following, noticing, reflection, and teacher development will be addressed 
individually, while acknowledging that there are areas of overlap and fuzzy boundaries between 
these concepts. These teacher educational targets often make use of videos of representative 
practice in the context of teacher development and of trainee practices in the context of pre-
service teacher education. It is important to note, however, that this constitutes tendencies rather 
than solid links between types of video and teacher educational frameworks.

A large body of work engaging with video-based teacher education has addressed the impor-
tance of teacher noticing, i.e. teachers’ ability to select from the plethora of data surrounding 
them in the complexity of a classroom those elements they wish or need to attend to. The use 
of video data allows teachers to take time to review, reflect and re-direct their attention being 
freed from the need to react immediately. Sustained research activity in the field of mathematics 
teaching by Sherin, van Es and colleagues has addressed teacher noticing by linking it explicitly 
to the concept of teachers’ professional vision (Sherin, 2007), i.e. ‘the ability to notice and inter-
pret significant features of classroom interactions’ (van Es & Sherin, 2008). Two processes, selec-
tive attention and knowledge-based reasoning, are seen as constituents of this ability (Sherin & Russ, 
2015), which Sherin (2001) views as generic to teachers, differentiated by levels of expertise. 
Blomberg et al. (2011), however, established effects of the subject-specific prior knowledge that 
student teachers had; unexpectedly, a comparison of the professional vision of student teachers 
from mathematics/science and social sciences/humanities subject clusters in their engagement 
with classroom videos of a range of subjects found that the latter group outperformed the math-
ematics/science group. This led the researchers to suggest that specific teaching subjects foster in 
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their pre-service teachers shared, but distinct, ways of reasoning (Blomberg et al., 2011: 1139). 
This background knowledge and experience thus create ‘lenses’ through which teaching per-
formances are viewed, specific aspects noticed and interpreted. Stürmer et al.’s (2013) research 
investigated the effect of teacher education courses at university on pre-service teachers’ profes-
sional vision. Their findings show professional vision to be a heavily knowledge-guided process 
and conclude that, even without an element of active teaching, the engagement with teaching 
practice through a contextual video approach significantly supported student teachers’ develop-
ment of professional vision.

Linked to this development of professional vision is the use of video resources as facilitating 
reflection-based teacher development. Many current teacher education models embrace reflec-
tive practice (Mann & Walsh, 2017), which engages teachers in ‘active, persistent and careful 
consideration of any belief or supposed form of knowledge’ (Dewey, 1933: 118). Such educa-
tional programmes aim to lead teachers to extend their expertise through reflecting on their 
contexts, resources and actions, and raise awareness of the complexity of decision making in 
planning and in the classroom (Richards & Farrell, 2005). Engaging in such reflection should 
make ‘the difference between the expert teacher, who actively seeks to become a better teacher, 
and the teacher who is merely more experienced than the novice teacher’ (Burton, 2009: 299). 
Within reflective teacher education, the use of video resources has added a tool and enhanced 
practices by exposing teachers to varied and repeated opportunities of selecting and viewing an 
instance of classroom practice. This supports and expands the repertoire of artefacts and struc-
tures provided for (student) teachers to aid their reflective teacher learning, such as the use of 
diaries or portfolios, including the European Portfolio for Student Teacher Learning and, importantly, 
provides one of the few ways of not relying on written reflections (Mann & Walsh, 2013, 2017; 
Walsh & Mann, 2015).

As the ability to reflect in pre-service teachers has been linked to their future abilities to 
teach effectively, a number of research studies have focused on developing their reflective skills 
(Blomberg et al., 2014; Hiebert et al., 2007; van Es & Sherin, 2002). In outlining the differences 
between novice and expert reflections, Blomberg et al. (2014) summarise that novice reflec-
tions frequently are overly judgmental and focus on descriptions, rather than abstractions and 
interpretations which integrate prior knowledge. Such practices, conversely, are found in expert 
teachers, who also have a greater ability to differentiate according to levels of importance and 
to create both systematic and inter-connected layers of reflection, which make use of a whole 
range of approaches and types of reflection. These differences have been synthesized into a con-
ceptualization of reflection as happening on three levels, i.e. 1) description of events 2) evaluation 
with regard to potential effects on students learning, and 3) integration of observed or experi-
enced events with professional knowledge, leading to inferences on past and future action (see 
Blomberg et al., 2014; van Es & Sherin, 2002).

The largest body of research addressing the use of video resources in reflective practice is 
concerned with the education of future mathematics and science teachers (see, especially, Sherin 
and colleagues), but as there is clear transferability of some of the findings to language teacher 
education, the main points will be reported on here. Thus, mathematics teacher education has 
shown that pre-service teachers’ reflections become more sophisticated in programmes employ-
ing video resources, leading them to move from descriptions towards analysis of classroom 
events and to a greater focus on specific aspects rather than an overly general response (Harford 
et al., 2010; Stockero, 2008; Star & Strickland, 2008; Sydnor, 2016). However, research within 
this discipline also shows the need for providing pre-service teachers with specific guidance in 
their use of video resources for such a positive effect to take place (Borko et al., 2008; Santa-
gata & Guarino, 2011; Star & Strickland, 2008)
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In terms of English language teacher education, research has addressed the issues faced by 
teachers preparing for an English as an Additional Language (EAL) context, especially in the US. 
In a multi-disciplinary study, Trip and Rich (2012) in their overview of the effects of the use of 
video in pre-service teacher reflections concluded that:

using video to reflect was beneficial for helping teachers to evaluate their teaching. After 
using video to reflect, teachers were able to: (a) identify gaps between their beliefs about 
good teaching and their actual teaching practices, (b) articulate their tacit assumptions and 
purposes about teaching and learning, (c) notice things about their teaching that they did 
not remember, (d) focus their reflections on multiple aspects of classroom teaching, and (e) 
assess the strengths and weaknesses of their teaching.

(ibid.: 279)

Their study included teachers of English Language Learners (i.e. EAL in the UK), and focuses 
on how the use of video triggered change in pre-service teachers’ actions. The study involved 
students being video-recorded during their teaching practice and discussing their own and 
others’ videos in a guided peer-group reflection. Students were able to annotate their video to 
highlight specific instances for discussion. The findings suggest that student teachers benefited 
from noticing areas for improvement by themselves rather than having to rely on their mentors’ 
feedback solely and from the group input, and the resultant accountability to peers and them-
selves, with regard to specific aspects that they wanted to develop. The two teachers summarized 
this in the following quotations (Tripp & Rich, 2012: 733).

Without video I might have just gone the whole semester not really focused on anything 
specific and just kind of taught and tried to get better at teaching in general, but not really 
able to change anything specific.

It gives you an opportunity to change specific things that you want to change, and it’s 
not something that a mentor is telling you to change or something that a teacher is telling 
you to change, but it is something that you are really looking at in your own teaching and 
finding that you want to change.

Estapa et al. (2016) in their study of EAL teachers involved two novice teachers in the record-
ing and analysis of their own teaching practice. The filming was conducted with both a fixed 
camera in the classroom as well as with head-mounted cameras on individual EAL children; the 
researcher conducted debriefing sessions with the teachers over a period of two years. The research 
focus lay on an analysis of the participants’ practices of noticing as a vital step within reflection. 
Findings suggest a trajectory from the first step of noticing individual learners and describing 
their behaviour, towards making connections between specific behaviours and presumed reason-
ing processes in the learners, and finally a move towards a clearer evaluation and interpretation 
of their own participants with a view towards improving their students’ learning. One teacher 
linked a student’s behaviour to his presumed internal reasoning processes, in this case relating to 
an arithmetic problem, leading her to observe the need for a change in her own teaching prac-
tice to support EAL learners. Thus, the student teacher’s comment ‘[b]ecause it was a three-digit 
subtraction, but I was glad that he asked for the blocks and sometimes you know he asks for 
the blocks and I know that I should work with them with the blocks more’ (ibid.) offers both 
an explanation of behaviour and plan for adapting teaching practice. One example of a com-
ment of the student teachers in the first year of the study was her saying ‘I don’t like it when 
she sits over there, she doesn’t pay attention’ (Estapa et al., 2016: 98), where we can note that an  
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individual student is being focused on, but the reflection focuses on a description of the learner’s 
behaviour. Later in the project, student teachers expanded their noticing patterns to explicitly com-
ment on what they think the internal processes in the learners are vis-a-vis the behaviour observed 
and how their observations affect their planning for future teaching. The use of video resources to 
trigger reflections is linked to using video-stimulated-recall, both for purposes of research and for 
teacher development (see, e.g., Endacott, 2016; Wipperfürth, 2015), which can be used by a teacher 
educator to specifically guide student teachers towards particular sequences in teaching and so fos-
tering, first, the noticing of specific actions and then, ideally, a reflection on these.

With regard to the scarce research addressing pre-service ELT teachers directly, Baecher 
(2011), Eröz-Tuğa (2013), Köhler (2014) and Kourieos (2016) focus on the effects of video-
based reflections. Baecher (2011) and Eröz-Tuğa’s (2013) student teachers were recorded during 
their practicum experiences at local schools and Kourieos (2016) recorded her students’ micro-
teaching sessions with peers. Köhler (2014) used trainee recordings during a practicum as bases 
for reflection, focusing largely on the use of non-verbal elements in language teaching. Various 
means of fostering reflection were used in these studies, including self-evaluation forms, the 
video recordings themselves, recorded reflections as data, both individually and as group discus-
sions led by the teacher educator, written reflections and questions/letters to peers. Eröz-Tuğa’s 
pre-service teachers only reflected on their own practice, whereas in the other studies both own 
and other practices were focused on. The findings from these studies show that the quality of stu-
dents’ reflections increased over time with the use of video recordings (see also Kuter et al., 2012; 
Lazarus & Olivero, 2009), and Kourieos additionally established an effect on the scaffolding pro-
vided by the teacher educator on the student teachers’ analyses of teaching and reflective practice.

In terms of more ELT specific aspects, one issue Kourieos addresses are student teachers’ 
attempts at applying a communicative approach to teaching grammar. Students’ reflections high-
light the gap between the competence they felt they had in designing such a lesson and their dis-
appointment on viewing their teaching during video playback, commenting that ‘at the time we 
felt we fully understand what that [i.e. teaching grammar communicatively] entailed’, but ‘we 
ended up using a more traditional approach which proved to be quite boring and unsuccessful’ 
(ibid.: 74). Video-based reflections on these micro-teaching sessions enabled student teachers to 
shift their focus towards their peers, acting as learners, and also to engage more deeply with the 
effect of their own experiences or ‘apprenticeship of observation’ (Lortie, 1975), vis-à-vis their 
pedagogic knowledge, on their teaching practices.

While these issues of integrating methodological theories with practice are quite generaliz-
able to a number of subjects, one topic of specific relevance to English language teachers arising 
in these reflections was classroom language, addressed by Kourieos, Köhler and Eröz-Tuğa. As 
English is the L2 of all the student teachers involved, one issue that arose was an increased aware-
ness of their own performed language proficiency. Eröz-Tuğa’s participant Esra commented on 
her difficulties in using English in general while another, Meltem, noted that her spontaneous 
language use was unsuccessful affecting her standing with the learners. Nine of Kourieos’ 11 
participants lowered their self-evaluation of their language proficiency after viewing themselves 
on video and, like Meltem, noted that the need to speak a foreign language spontaneously and 
under stressful circumstances affected their proficiency. Importantly, the student teachers also 
managed to turn their focus towards the effect this had on their learners, especially in terms 
of causing difficulties due to unclear instructions. Two student teachers explicitly mentioned 
that they had underestimated their need to prepare their actual language use, particularly in the 
context of giving instructions, despite having paid a lot of attention to their lesson planning in 
general. As one of them commented ‘I am not particularly competent in English but I thought 
that introducing simple activities wouldn’t be a problem. I was so wrong!’ (Kourieos, 2016: 72).
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In line with video-based reflections generally fostering an increased awareness of the learn-
ers’ reactions, an additional aspect that featured in discussion was the appropriacy of the lan-
guage used by the student teachers with regard to the level of the imagined learners. Thus, a 
highly proficient student teacher was criticized for his language use as ‘both the vocabulary 
and tenses would be too advanced for [the envisaged learners] to understand’ (Kourieos, 2016: 
72). Similar comments were made regarding another student teacher, whose recasts were 
considered potentially unhelpful due to their advanced level; viz. ‘the examples and alterna-
tive words he gave were quite hard even for most of us to understand … this wouldn’t really 
work with young learners who are likely to become even more frustrated’ (ibid.) This research 
on the effect of video-use in pre-service students is complemented by work addressing the 
supervisors’ or mentor teachers’ perspective. Within ELTE, Baecher et al. (2014) provide an 
overview of the practices of supervisors in the post-observation conference of integrating 
video to achieve intersubjectivity. This process involves aligning the perspectives of the video 
observed and so highlights some of the difficulties in successfully observing videos. Although 
experienced as a source of frustration by the supervisors, the fact that student teachers’ obser-
vations and reflections are scaffolded seems to foster the development of their professional 
vision. Clearly, this study, like Orland-Barak and Rachamim (2009), suggests the need for 
providing guidance and training also to mentors and supervisors to ensure an optimal use of 
video resources.

In the context of in-service teacher education, one means of incorporating video that has 
received research attention is the ‘video club’, where teachers regularly meet to discuss videos of 
their own teaching in a group (Sherin, 2004; Sherin & van Es, 2009; Sherin & Russ, 2015). The 
majority of studies reported on above have used collaboration (either in a peer-group or with a 
mentor/supervisor) in the reflections related to the video observation.

Bringing it all together and looking to the future

In this section, I will show how some of the points raised in research discussed above come 
together if we consider a brief example of a reflective interaction of student teachers on a video-
recorded lesson and then will conclude with a brief look at possible future research.

The data sample is taken from my ongoing work on integrating video in teacher educa-
tion. Within a framework of reflective practice, I make use of the free online VELTE resource 
(www.southampton.ac.uk/velte) which features full-length recordings of English language les-
sons, accompanied by a reflective commentary of the teachers featured. Over the course of a 
year-long MA programme in English Language Teaching, students view these videos and engage 
with them in both individual and collaborative reflective tasks.

The following extract is taken from a discussion by three MA students with prior teaching 
experience after viewing a lesson taught for upper intermediate learners, focusing on the topic 
of fear.

S6:  one thing that I noticed that happened at different moments in the classroom it was 
that the teacher was trying to link the content (in hand) to the students’ personal lives 
(.) even the […] activities they carried out was mostly about their lives and minute 13 
he asks them ‘is there anything you are afraid (of) if so why’ and he asks ‘do you know 
anybody who has phobia’ it happened again in the minutes of 45 he said ‘do you like to 
be hypnotized by this man’ I think one good way to learn vocabulary and for students 
to remember then it’s (linking) them to […]
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S4:  I noticed that when he [..] offered the story about the cable car […] the students were 
fascinated to listen to that and really wanted to know, but they weren’t so eager to 
divulge their own their own stories […]

S3:  don’t you think that because he didn’t allow extended enough extended time for 
example when he asked about the if one of them has a situation when he felt 
afraid or […] so I think the time wasn’t very wasn’t enough for them to answer 
because maybe they feel shy because it’s about phobia and about real life so, and 
then he moved to the imagination so imagine that blah blah blah so yeah I think 
it wasn’t enough time for them

We can see here, I would argue, that the professional vision of the students is evident in that both 
S6 and S4 explicitly mention what they noticed and how they interpret it. It is worth point-
ing out that the affordances of using videos become quite apparent in S6 mentioning the exact 
time and formulation of instances of teacher talk that he is referring to (lines 6–9). The means 
for students to collaboratively reflect on the same instance of teaching allows for them to add 
further detail to the observation, as in highlighting student reluctance to answer the question 
(lines 15–17) and to offer alternative interpretations of the same event. Thus, S6 offers a positive 
evaluation of the teacher’s behaviour of asking the students questions about their experience and 
interprets this as an instance of personalizing teaching, successful in terms of the lesson aims of 
expanding the learners’ vocabulary knowledge in the semantic field of ‘fear’. However, both S4 
and S3 expand on that by offering a more critical view in terms of, on the one hand, referring 
to appropriate wait time and whether enough time was allowed for the students to answer this 
question and, on the other hand, whether it was at all an appropriate question to ask. Although 
this is only a very short extract, I believe it offers support to the affordance of using video in 
reflective tasks for improving the attention to and noticing of details of the observed lesson, the 
benefits of jointly developing foci of attention and, finally, of activating prior methodological 
knowledge.

To summarise this chapter, we find that, certainly in comparison with the work done in 
mathematics and science education, there is a strong mismatch in ELTE in the prevalence 
of the use of video resources in teacher education and research on its effects. I would sug-
gest, however, that in addition to generic issues in teacher education, e.g. the improvement 
of professional vision or the increased depth of reflections, there are elements specific to 
ELT classrooms, where video resources are beneficial. An example of this are the studies 
by Kourieos and Eröz-Tuğa which show that classroom language in English as a foreign 
language is best understood in its detail with the aid of videos, which can then benefit 
teachers’ development. This does tie in synergistically with previous work on the study of 
classroom language as a trigger for reflective practice in SETT (Self-Evaluation of Teacher Talk, 
see Walsh, 2006).

A final remark to make on the current state of video resources in ELTE is that there is a 
surprising dearth of structured integration of video in teacher education programmes. This 
constitutes a major drawback in my view, seeing that the research reviewed in this chapter 
shows unambiguously that video resources are only as effective as the overall programme 
into which they are integrated. On an optimistic note, there are very positive inroads in 
this area, and so Blomberg et al. (2013) outline principles for video use in pre-service 
teacher education, and Masats and Dooly (2011) as well as Admiraal et al. (2011) report 
on programmes and assessment of teacher education, which systematically integrate video 
resources.
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Introduction

With continuous innovations in technology, ePortfolios, as a means of digitally documenting 
and supporting collaborative learning, have gained prominence in both higher education and 
employment sectors (Hartnell-Young, 2007; Pengrum and Oakley, 2017). The emergence and 
development of ePortfolios has provided researchers and practitioners with the scope to explore 
their potential impact, uses and implementation in the field of teacher education as well. ePort-
folios have the potential to bring considerable changes in key aspects of teacher education, 
including planning goals, self-development and representation, demonstration of transferable 
skills, continuous professional growth and successful employment (Cambridge, 2008). The suc-
cess of ePortfolio use also depends on teachers and trainees’ readiness, learning approach, ways to 
exploit the key features of the tool and the ability to document their impact on student-teacher 
development. Progress, therefore, should not be evaluated only in terms of end product, but the 
core skills involved in the development process e.g. ‘collaboration’, ‘dialogues’, ‘reflection’, ‘self-
evaluation’ and ‘continuous support’ (Bhattacharya and Hartnett, 2007).

The first section of this chapter discusses current literature on ePortfolios in teacher educa-
tion. The next section highlights the key affordances and challenges associated with ePortfolio 
use and initiation followed by an evaluation of the common uses and issues related to ePortfolios 
with reference to the views of teacher educators and graduates. The chapter concludes with the 
‘why’ and ‘how’ of ePortfolio development and implementation, suggestions for planning, strate-
gies for reflection, followed by some guidance for introducing ePortfolios using an open source 
platform like WordPress or Blogger.

Literature review

Chaudhuri and Cabau (2017: 4) define ePortfolios as ‘a purposeful collection of student work 
that exhibits students’ efforts, progress and achievements in one or more areas. Lorenzo and Ittel-
son (2005: 2) consider ePortfolios as a ‘digitized’ and illustrative collection of students’ work that 
include audio, ‘text-based graphics’, video screencasts stored online and many more. The main 
elements in constructing portfolios are selecting, showcasing work and carrying out reflection 
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(Heinrich et al., 2007). In other words, ePortfolios function both as a reflective record and 
chronological archives of student evidence (van der Schaaf et al., 2016), which is both ‘owned 
and operated’ by learners themselves (Stefani et al., 2007: 41).

ePortfolios are considered ‘a leading element’ in a ‘tectonic shift’ in education providing a link 
for individual and community learning (Yancey, 2008 in Clark and Eynon, 2009). This strong 
claim comes after a decade of the widespread use of this digital tool in higher education and 
beyond. However, the methodologies involved in portfolio development have undergone some 
changes over time to meet the requirements of curricula and particular institutions. One key 
development is the growth of online interactive tools such as Wikis, blogs and other common 
web 2.0 applications (Heinrich et al., 2007; Woodward and Nanlohy, 2004). Boulton (2014) and 
Mason et al. (2004) recognize this gradual yet persistent shift from static paper folders to online 
interactive archives. They highlight the key characteristics of ePortfolios including their func-
tion as an artefact for representing trainee teachers’ work. Digital showcasing of student artefacts 
has become a common means of observing student-teacher’s growth (Wray, 2007) in recent 
decades, including for ‘developmental’, ‘presentation’ and ‘assessment’ (Mason et al., 2004: 717) 
purposes. The key aim of ePortfolio use is therefore, to help student-teachers grow as capable 
individuals with professional skills such as reflective practice, technical competence and strate-
gies for lifelong learning.

The basic stages involved in ePortfolio development are interdependent; the phases of ‘filing, 
learning, assessment and employment’ provide a framework for student portfolio works in terms 
of organization, description and representation (Baume, 2003: 9). Composing and customizing 
ePortfolios requires learners to fully engage themselves in the tasks and the overall construction 
process and continue reflecting on information they share within the online space (Butler 2006 
in van der Schaaf et al., 2016). To facilitate learners in learning to reflect, Moon (2013) highlights 
a few conditions, including time and space, strategies for guiding reflection, and most impor-
tantly, an emotionally conducive environment. Likewise, Lieberman and Miller (1984) argue 
for a collaborative environment wherein student-teachers will be flexible enough to exchange 
opinions on teaching issues. They term the exchanges ‘authentic dialogues’ (in Dzay-Chulim 
and Mann, 2017: 132).

The interactive tasks designed for ePortfolio-based learning generally require identifica-
tion of gaps in learning, critical awareness regarding teaching practice and synthesis of the past 
records (Heinrich et al., 2007). Kurtoglu-Hooton (2013: 22) considers that providing the ‘spark’ 
or ‘stimulus’ through designed tasks can be a way to challenge student-thinking and foster reflec-
tion. She elaborates on the key functions of the online environment created on PebblePad (i.e. 
blogging as a ‘supportive’ platform for her trainees to negotiate their meaning-making process). 
As the approach is primarily student-led, the goal is not limited to building repositories of well-
refined works but to developing core competencies such as self-regulative and reflective skills, 
leading to efficiency (Abrami et al., 2008; Boulton, 2014).

Reflective skill development is of significant value in teacher development (Oakley et al., 
2014; Oner and Adadan, 2011; Farrell, 2012; Mann and Walsh, 2017) and is seen as the ‘gateway’ 
to deep and purposeful learning (Yancey, 2009). To exemplify Dewey’s (1944) contributions to 
reflective practice, Rodgers illustrates four key criteria (i.e. ‘meaning-making process’, ‘system-
atic, rigorous and disciplined way of thinking’, ‘needs to happen in a community’, and ‘requires 
attitudes that value personal and intellectual growth’) that illustrate the concept of reflection 
(2002: 845). The critical task for trainees is to conceptualize and contrive meaning with a mature 
level of understanding of teaching. The continuous progression involves discovery and learning 
within a community and in interaction with others, where the emphasis is chiefly on the per-
sonal development of individuals. The key role of reflection thus is to form meaning and build 
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connections between ‘that experience and the experience’, ‘that knowledge and the knowledge 
produced by thinkers’ (Rodgers, 2002: 848).

Barrett (2011) and Parkes et al. (2013) emphasize the cyclic process of reflection that students 
undergo while collating works on ePortfolios. Barrett (2011) connects the continuous learning 
process with two key theoretical frameworks, Gibbs’s (1988) reflective cycle (i.e. description, 
feeling, evaluation, analysis, conclusion and action plan) and Kolb’s (1976) (i.e. act, reflect, con-
ceptualize and apply) experiential learning model. The processes entail phase-by-phase inter-
active learning journey which require students to show a considerable level of autonomy and 
critical awareness (Hughes, 2011). The results of engaging in such ‘evidence-based’ reflective 
process (showcased in trainee ePortfolios) can make trainees aware of their strengths and weak-
nesses. This view reflects Dewey’s idea that teacher growth is enabled from the ‘reconstruction of 
experience’(1933: 87 in Farrell, 2012). For instance, trainees get on-going constructive feedback 
which allows them to reflect, rebuild and redefine their pieces of ePortfolio work.

Learners engage themselves in continuous exploration where ‘the conversation between 
the practitioner and the setting provides the data which then may lead to alternative mean-
ings, further reframing, and plans for further actions’ (Clarke, 1995: 245). Ehiyazaryan-White 
(2012: 175) conceptualizes the significance of dialogic communication in ePortfolio com-
munities by referring to Salmon’s (2012) five-stage model for collaborative online learning 
and Preece’s (2000) notion of community as a ‘process.’ At developmental stages, it remains 
essential to motivate student-teachers to ‘socialize online’ to recognize the advantages of col-
laborative knowledge construction (ibid.). Again, getting support from peers is considered 
an important source of feedback (Sadler, 2010 in Yang et al., 2016). It encourages productive 
learning, enriches their knowledge base and teaches them to become self-reflective about their 
pedagogic actions. In ePortfolio discussions, as a result, students are expected to adopt ‘inter-
changeable roles’ of ‘supportive fellow students’ (Jones and Lea, 2008 in Ehiyazaryan-White, 
2012: 175) to assist each other in their teaching endeavours. For instance, commenting on 
peers’ blog posts, giving suggestions and stimulating each other’s thinking on how to improve 
their current teaching practices are some common forms of assistance noticed in student-blogs 
on ePortfolios.

ePortfolio learning requires trainers to embrace new roles in achieving the pre-determined 
goals under a ‘socially-mediated’ process (Velikova, 2013: 203). As opposed to being strictly 
evaluative, trainers should adopt the position of a collaborator and a moderator whose active 
presence are likely to facilitate the development process (Elbow and Belanoff, 1997; Preece, 
2000). Barnett (2007: 133) terms the idea of embracing new and challenging roles as ‘pedagogi-
cal bungee jumping’ for trainees should always be prepared to take risks, even ‘amid uncertainty’ 
(Hughes, 2011: 58). These risks could mean exposing oneself to a range of new technolo-
gies, pedagogical approaches and active discussions of critical incidents. Hughes assures us that 
integrated learning experiences formed through the ‘dialogic and collaborative framework’ of 
ePortfolios can help student-teachers grow as confident individuals (2011: 299).

The assessment process in ePortfolios can be considered as a specific form of authentic or 
performance assessment that attempts to measure higher order thinking skills including the 
ability to communicate clearly, to make judgments, and to demonstrate specific competencies 
(Miller and Legg, 1993). It is, therefore, crucial to provide timely help to students in reflection 
and setting a ‘collegial environment’ to reap the benefits from the process (Pecheone et al., 
2005: 167). Moreover, grading reflective posts is deemed to be a challenging endeavour which 
requires trainers to defy strict objective evaluation techniques and focus on constructive feed-
back comments. Hodgson (2017) argues that grades can easily specify student achievements 
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with reference to the ‘holistic criteria’, but it often does not interpret the student’s cognitive 
knowledge, whereas Hobbs (2007) suggests reflections should not be assessed at the initial 
stages because trainees need enough flexibility to grow in confidence and awareness in a non-
threatening and friendly environment.

Balancing collection and reflection on learning through ePortfolios

As discussed above, ePortfolios are implemented in many higher institutions for the purpose 
of data collection, accreditation, and assessment. In the US for instance, proprietary ePortfolio 
systems emerged in the early 2000s as a direct result of the accreditation requirements that the 
U.S. National Council for Accreditation of Teacher Education (NCATE) had in the year 2000. 
With the requirement of an electronic system to maintain data, institutions adopted a variety of 
proprietary systems that promised success in the accreditation process. However, the irony with 
proprietary ePortfolio systems has been the lack of relationship between the tools and strate-
gies used in teacher preparation programs, and the subsequent use of ePortfolios. In practice, 
student-teachers were not learning to use ePortfolios in the same ways that could potentially 
be implemented with their own students once they have their own classrooms. This problem 
has been solved with some creativity by institutions that incorporated separate tools for collect-
ing assessment data, allowing students to create representations of their own achievement using 
online tools. As examples, teacher educators at Ball State University (Stuve et al., 2010) created 
r Grade; Seattle Pacific University, University of Puerto Rico, Baylor University and Clemson 
University created their own systems for collecting evaluation data, while students maintained 

Figure 32.1 Balancing the two faces of ePortfolios



492

their portfolios using a variety of free online tools (i.e., WordPress, G Suite or Google powered 
tools for Education).

The primary motive of a learning portfolio is ‘to improve student learning by providing a 
structure for students to reflect systematically over time on the learning process and to develop 
the aptitudes, skills and habits that come from critical reflection’ (Zubizaretta, 2004: 15). For 
instance, an effective strategy in using technology for reflection is to have students create short 
digital stories or visual representations about their learning experiences e.g. using images and 
narration to document the learning activities or outcomes. Barrett (2011) further argues for 
balancing the two faces or the two different sides of ePortfolios, such as process vs. product, 
workspace vs. showcase and conversation vs. presentation:

Figure 32.1 represents the two ‘faces’ of ePortfolios, workspace (documenting day-to-day 
learning, collecting evidence and reflecting on learning) and showcase (presenting the results of 
learning at specific points in the learning process, selecting and organizing learning at specific 
points of time). It can be further explained with reference to Schön’s reflective model (1983) 
and Killion and Todnem’s (1991) categorization of reflection. Reflection occurs in three direc-
tions, at different times across the learning process: before (planning); during (doing), and after 
(reflecting). Reflection for action (before) involves forethought and influential processes which 
precede efforts to act and set the stage for actions. Reflection in action (during) involves pro-
cesses that occur during action and affect attention and action. Last, reflection on action (after) 
involves metacognition and self-reflection, processes which occur after performance efforts and 
influence a person’s response to that experience. Planning and implementing strategies provide 
an evaluation metric for learners to attribute successes or failures to evidence of their efforts 
rather than low ability (Abrami et al., 2008).

We now evaluate the above-discussed teacher development processes involved in ePortfolio 
learning with reference to some views and experiences gathered from targeted teacher educa-
tors and trainees working in different learning contexts.

(i) Evaluation

Online interviews

To examine current practices of ePortfolios in teacher education, interviews were conducted 
with seven experienced teacher educators and four graduate teachers from four different 
pre-service teacher training contexts (i.e. universities) namely, the UK, USA, Hongkong and 
Bulgaria. The objective was to understand and evaluate their experiences regarding specific 
uses of ePortfolios and their adopted strategies to accommodate and support new changes in 
teaching practices. The educators shared views on the reflective tasks they have designed (e.g. 
stimulating topics or questions to initiate collaborative dialogues online), the online commu-
nities built through communications on blogs and the modifications in methodologies and 
assessment for ePortfolios. They also shared views on the key functionalities of ePortfolio tools 
used (e.g. PebblePad, Mahara, WordPress, Blogger, and Google). The accounts of the teachers 
were equally useful in revealing their perspectives of reflection and teacher growth based on 
ePortfolio use.

The extracts provide a realistic picture of the ways ePortfolio tools are currently being uti-
lized in different contexts in terms of their ability to encourage continuous reflection, peer 
collaboration and professional growth of pre-service trainees. The names appearing in the fol-
lowing transcripts are pseudonyms of the participants interviewed.

Nusrat Gulzar and Helen C. Barrett



Implementing ePortfolios in teacher education

493

The extract below exposes teacher educator Emina’s views on the useful functionalities of 
the ePortfolio tool PebblePad. She makes it clearer that critical engagement with relevant infor-
mation available in different media promotes reflective thinking:

Extract 32.1 ‘Singing and dancing evidence of your fitness’

 95 Em: There is even in the portfolio which we now use,
 96 store pebble, it’s like an app where
 97 they can capture reflections and send them to
 98 their portfolios and stuff. I think
 99 multimedia, which is not quite, I would say new,
100 because it was not used as much it
101 is now. ePortfolios allow you to have all singing and
102 dancing evidence of your fitness to practice.

In the extract above, Emina recognizes the value of capturing reflections on ePortfolios 
and favours using built-in applications (e.g., ‘store pebble’ on PebblePad) which allow trainees 
to creatively personalize their ways of sharing and embedding multimodal evidence with the 
audience. The process of reflection using digital means is not just ‘text-based’, but incorpo-
ration of audio files that make the representation much more meaningful, interesting and 
empowering.

The following extract illustrates the learning process and the changed roles of trainers 
involved in ePortfolio development. Juliana has been using PebblePad with her trainees 
for over a decade. She emphasizes practical teaching experience sharing among trainers 
and pre-service teachers and explains the importance of ‘current’ or the most updated 
knowledge that student-teachers construct, develop and share over time through the online 
platforms.

Extract 32.2 ‘It’s about the democratic exchange in students’

142  J: This isn’t about us being so expert that we pour stuff into
143  them – we generate this together and I think,
144 that’s because at the universities, we are out of practice
145 in that sector. Teachers are the most current, so
146 they are bringing the issues to discuss the practice. It’s
147 about that democratic exchange in students
148 where you learn from them. Because they are bringing to you
149 the issues from practice that you might not thought about.
150 They learn to be teachers in practice and what we do is
151 scaffold some of the thinking around that.

The practice is influenced by the key principles of critical pedagogy. To Juliana, instead of 
a transmission approach (‘pouring stuff ’ into trainees), the trainers and the curriculum itself 
should encourage opportunities for a more constructivist approach (‘critical dialogues’ or open 
discussions on the daily teaching incidents). These discussions are between the experts but ‘out 
of practice’ teachers and ‘the most current’ prospective teachers who serve as the representatives 
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or ‘agents’ of new knowledge. The process echoes Freire’s (1970: 79) concept of ‘empty vessels’ 
and ‘problem-posing’ which stands opposite to traditional teaching methods. The extract also 
recognizes the nature of teacher-student relationship outside the walls of classrooms and that 
ePortfolios are fundamentally collaborative and student-led.

In the following extract, teacher trainer Emina, who uses PebblePad with her trainees at a 
UK university recognizes the importance of having enthusiastic and motivated educators to 
assist and guide the trainees in their ‘early days’ of teaching practice where they undergo com-
plex and intense phases of learning.

Extract 32.3 ‘The benefit of doing this ongoing reflection’

169  Em: ... especially in the early days when you are getting in the
170   transition of one thing to another. It had to have somebody
171   passionate driving you. From a student perspective, you got
172   to be able to convince them of the benefit of doing this
173   ongoing reflection. And how we try and kind of sell it here 174 sometimes, 

if you reflect on critical incidents or your
175  reflect on whatever it is, you will be reflecting on for
176  that particular example.

Emina’s views make it clear that technical constraints can be effectively managed if the trainer 
herself is passionate about technology and believes in the potential of ePortfolios. To further 
inspire and foster their thinking and motivate them to continue reflecting on the critical inci-
dents, ‘students need to know that somebody is looking at their posts and that somebody cares 
that they are spending time on the ePortfolios’. Feedback and guidance are, hence critical to 
ePortfolio construction and further maintenance.

Consider the extract below, where trainer Nahla evaluates her experiences of providing feed-
back on-going through PebblePad. The purpose of her designed reflective tasks and feedback on 
the Gateway forum of PebblePad was ‘to make students think further’ and involve themselves 
more intensively in teaching practices:

Extract 32.4 ‘I think it was a novelty for them’

149 M:  I really wanted to go back to the feedback process. What was
150  the process of providing feedback?
151 N:  Let’s say I am reading one of the critical analyses on the
152   pages via the Gateway, uh, I could read that and under neath 
153  that I could type up my comments and if I click ‘send’ it
154   would automatically go to that person via email. It would
155   also let them see it if they logged in the system. So, it was
156   both. The system allows you to receive information via email…
157   I also told the students to log on to PebblePad at least once
158  everyday, because I said they can see what anybody has
159  written on the blog so it gives you a chance to comment, if
160  you have something to ask, you can then ask, so I said at
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161 least once, I said ‘set yourself a particular time which is
162 easy for you’ and everyday go on it, which I think was
163 a novelty for them.

The interesting aspect of this extract is that it not only indicates the basic process of deliver-
ing online feedback to student-teachers but explains how the process itself is a ‘novelty’ for train-
ees (line 163), especially in terms of getting wider exposure to both tutor and peer comments. 
Through the Gateway, Nahla visits the hyperlinks and multimedia resources that her students 
embedded in the tasks. The feedback on each of these four tasks helped students to think ahead 
in terms of their progress.

As reflections are ‘personal’ in nature, there remains a concern as to whether they should 
be formally assessed with grades and marks and if so, then how and at which stage should 
the goals and learning outcomes be first introduced to trainees. Hobbs (2007) argues, 
reflection should not be assessed at initial stages because trainees need some space to 
gain confidence and personal strength before they expose themselves and their works to 
educators. This issue was prevalent in the interview conversations and provoked mixed 
opinions. For instance, the trainer, Vira, thinks, ‘it is not fair to grade their first efforts and 
first attempts at teaching…’ because learner growth and competency should be the key 
concern at that stage.

In defining the advantages of developing ePortfolios in teacher education, useful comments 
were made by the graduates during the interviews. For instance, graduate Viola thinks,

Even though I felt miserable when I had to fill in those forms while I was so busy doing 
my teaching practicum, I still find that it is really useful for me because I not only evaluated 
on the strengths and weaknesses of myself, I also had become more aware of the progresses 
of my students.

Viola’s account provides an overall evaluation of the long-term impacts of ePortfolios in 
teacher development and conveys a message to the educators that encouraging reflection 
at the initial stages should be at a minimum level to help teachers flexibly and simultane-
ously continue their teaching practice and develop ePortfolios. Ana, moreover, emphasizes 
the aspect of lifelong membership or sustainability in terms of the continuous process of 
professional development and revisiting past works through archives, ‘it reminded me of the 
whole process and the effort that I put in. It helps to sustain my teaching career’. They both 
strongly value storing works digitally not only for the benefits of employability and future 
presentations but to nurture lifelong learning skills through community-based practices.

1) Strategies for implementation

How do we implement ePortfolios?

With specific goals and purposes, the transition from paper-based to electronic alterna-
tives should be gradual and without major complexities; the process should be in line with 
the previously established or existing learning principles and frameworks (Woodward and 
Nanlohy, 2004) so that educators and trainees can easily follow the changes. This section 
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will cover the following elements that institutions and educators need to take into account 
to implement ePortfolios:

a) planning for ePortfolio implementation;
b) selection from available ePortfolio tools;
c) use of different devices that support the tools or in other words, ePortfolio processes with 

digital devices.

The last section includes an example of using WordPress as blogging tool in ePortfolio devel-
opment process.

a) Planning for ePortfolio implementation

To encourage students and staff alike, it is important to ‘sell the vision’ (Strudler and Wetzel, 
2005: 421) or in other words, to communicate the innovative rationale and the scope of the 
project to other stakeholders to establish the vision by ‘spreading the enthusiasm’. Based on what 
has been discussed in the previous section, we suggest institutions consider the following five 
useful elements for implementation of ePortfolios:

1. Readiness: It is crucial to establish whether teachers and students have access to computer or 
mobile hardware and software with adequate internet access and if the curriculum allows 
opportunities to develop artefacts that showcase learning outcomes or in other words, if the 
programme supports a culture of reflection.

2. Incentives: Incentives for developing ePortfolios for teachers and students should be iden-
tified along with the benefits for implementing ePortfolios with students, emphasizing 
intrinsic motivation.

3. Vision: Writing a clear vision statement that clearly identifies the rationale for creating 
ePortfolios for students is essential. In fact, the goals and purpose should be set from the 
very beginning which later can be revised or modified.

4. Skills and training: In addition to basic technology skills, students and educators should 
develop specific portfolio skills. For students, the skills include collecting, digitizing, select-
ing, organizing, reflecting, goal-setting and finally, presenting. For educators, pedagogy 
includes facilitating portfolio processes, facilitating reflection, providing feedback, formative 
and summative assessment. Also, identifying useful resources, common technology tools and 
required assistance is important (see Table 32.2).

5. Stakeholders: It is important to determine who is involved in the ePortfolio process and 
consider ways of introducing it to them. For instance, identifying stakeholders in the 
implementation process and developing an initial communication plan for each stake-
holder group, such as students, teachers, parents, administrators and employers. Stakehold-
ers can follow the four-level implementation plan shown in Table 32.1, to assess student 
progress.

The four stages given in Table 32.1 are interrelated. The first stage involves careful collection 
and selection of student artefacts to be displayed in the individual folios. This is followed by the 
next three stages which also require students to be meticulous, decisive and conscientious about 
the selections they intend to showcase and archive. It is necessary to be reflective at these stages 
in order to understand and communicate their refined works effectively. The assessment and 
evaluation stage remain the most important because educators should be mindful of the learning 
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methods and programme aims to reach a transparent and effective assessment technique. Devel-
oping a well-thought-out evaluation plan and designing or adapting rubrics against the set goals 
can make the initiative a realistic one. Cleveland (2018) and Wray (2007) provide useful sugges-
tions for using rubrics and guides as suitable alternatives to grades or marks in evaluating student 
improvement, more specifically, their reflection skills.

b) Selection of appropriate tools

Common free source ePortfolio tools provide useful features to compile works, assemble and 
comment on others’ posts (Oakley et al., 2014). Most platforms include ‘blogs’ and ‘Wikis’ and 
these are key features that ensure space for reflective practice and experiential learning (Brown, 
2011). There are stages of ePortfolio development (Barrett, 2011) and strategies for using tech-
nology tools at different levels:

LEVEL 1: EPORTFOLIO AS STORAGE

Using technology tools to create and upload text, images, audio, video, all resulting from aca-
demic or co-curricular activities. Office tools, G Suite tools, video editing software are useful to 
create artefacts. Online or cloud spaces such as, Google Drive, Dropbox, Microsoft’s OneDrive 
etc. are helpful to store student artefacts; the built-in storage provided by commercial tools are 
equally user-friendly.

LEVEL 2: EPORTFOLIO AS WORKSPACE

Using online word processing or blogging apps such as Blogger can be used to provide reflective 
tasks and feedback, to collect, customize and organize student works chronologically. The tools 
can also be used for both goal-setting and formative assessment.

LEVEL 3: EPORTFOLIO AS SHOWCASE

The steps in editing online portfolios for showcase or summative assessment include selection, 
summative reflection and presentation, organized thematically by outcomes and goals. Below 

Table 32.1 Four-level plan

Level 1 (Collection): Portfolio as storage
Structuring learning activities so that they result in digital documents or reflection on experience that 

can be stored in digital format as ‘artefacts’ of learning.

Level 2 (Collection and reflection): Portfolio as process or as workspace
Identifying the frequency of recording self-reflection on work/tasks/activities and achievement of goals.

Level 3 (Selection, reflection and presentation): Portfolio as product or showcase
Selecting the specific artefacts to demonstrate achievement of the portfolio’s goals. Creating a 

showcase that is organized thematically, based on curriculum outcomes, goals, or standards. 
Employment portfolios should be organized around specific job requirements.

Level 4 (Assessment and evaluation)
Creating or adapting rubrics to evaluate the ePortfolios. Faculty may provide feedback based on 

learning outcomes, goals, or standards.
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are the major examples of ePortfolio tools used in education for showcase and assessment 
portfolios:

Table 32.2 Common ePortfolio tools

• Commercial tools created specifically for ePortfolios in teacher education that include record-
keeping to record and present assessment data. Most popular tools include LiveText and TaskStream 
(now Watermark), Chalk & Wire, Digication, PebblePad, Pathbrite.

• Commercial tool for ePortfolios in K-12 education: Seesaw.
• Online website authoring tools: Weebly, Google Sites, Wix.
• Open source ePortfolio platform: Mahara.
• Blogging medium: Blogger, WordPress or EduBlogs.
• Microsoft 365 including Word, Excel, PowerPoint, OneNote, OneDrive.
• G Suite and Google Classroom (i.e. Google Drive, Google Sites for publishing showcase ePortfolios).

There are pros and cons for each type of tool, including cost, continuity, and the ability for stu-
dents to maintain their portfolios after they leave the educational institution and continue into 
professional life. Most commercial tools allow downloading an individual portfolio into HTML 
format. Maintaining the portfolio without the tool requires web server space, authoring software, 
and web authoring skills. Generic tools such as Microsoft, G Suite or WordPress allow the transfer 
of student portfolio data from institution hosting to individual accounts without learning new 
skills.

c) Facilitating ePortfolio processes with digital devices

Digital devices and the social software have the power to transform the learning environment 
and support a level of reflection we could only imagine a decade ago (see Figure 32.2). There 
are practical and financial considerations in different contexts including the developing world, 
where the humble mobile phone is the tool most widely available to students for electronically 
documenting their learning.

The first step in building an ePortfolio is the collection of artefacts (in text, images, audio, 
video) and reflection on experiences (in any of those same formats) by capturing the learning 
moment, which can be facilitated by almost every mobile or computer device:
With both mobile and computer devices, each of the following processes can be utilized:

• Capturing and storing evidence: This evidence of learning can be in the form of text, 
images, audio or video. This data can be stored online using free tools discussed above.

• Reflecting: Reflection can be captured in real time in different formats: writing, voice cap-
ture and voice-to-text conversion, video capture and digital stories. Most commercial ePort-
folio software tools provide a structure for reflection. As discussed above in the evaluation 
section, students may need reflection prompts when using tools, such as WordPress or G Suite.

• Delivering feedback: There are a variety of strategies for facilitating this feedback. Com-
mercial tools support built-in feedback delivery techniques. The major blogging platforms 
e.g. WordPress and Blogger have apps for posting entries while feedback can be provided 
by commenting.

• Planning and setting goals: A crucial part of the portfolio process is personal develop-
ment planning and setting goals for achievement. Blogs can provide a powerful space for 
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posting goals, however, strategies for including goal-setting varies for each software or 
application.

• Collaborating: Some tools include the ability for collaborative editing. For example, this 
paper was collaboratively written using Google Docs across 13 time zones!

• Presenting: At specific points in the learning process, learners may put together presenta-
tions of their learning outcomes for an audience, either real or virtual.

ePortfolio based learning also support processes, such as digitizing, archiving, hyper-linking, 
embedding, storytelling, collaborating, publishing and so forth. As educators help students develop 
lifelong skills that will last after they graduate, they need to develop productive skills that can be 
applied in the ‘real world’ outside of formal education. Building on the tools that students are already 
using and considering intrinsic motivation factors that drive the use of social networking, those fac-
tors (i.e. autonomy, mastery and purpose) could also apply to the ePortfolio environment (Pink, 2009).

The section below discusses the practicalities of using WordPress as suitable and reliable 
ePortfolio tool. The description also refers to the experiences of trainers who used WordPress 
and Blogger as portfolios.

a) How-to example: using Wordpress as an ePortfolio tool

Although commercially developed software tools provide structured framework for archiv-
ing and retrieving student artefacts and linking the contents with other sections, some insti-
tutions prefer developing their own system using open source tools such as, word processing 
software, web authoring tools etc. Free tools are particularly favoured as they allow more 

Figure 32.2 Supporting reflection in ePortfolios with mobile devices
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scope to customize the structure, artefacts and visual elements (Wray, 2007). For instance, 
Emisa (trainer) uses WordPress as an ePortfolio tool and specifically highlights the benefits 
of blogging in building online learning communities. She is impressed by the newly added 
‘buddy’ feature of WordPress and believes it can effectively assist in initiating conversations 
on ‘classroom management’, ‘academic issues and other issues related to their ‘hard times’:

Extract 32.5

103 E: (...) each student can have their own personalised erm,
104  teaching portfolios on WordPress, but then WordPress has
105  recently developed something called ‘buddy’ and that kind of
106  pastoral care can only be offered through talking online –
107  they are able to meet one another. They would discuss
108 classroom management, academic issues, their the hard times.

The above extract is an example of how reflective thinking as well as ‘pastoral care’ can be 
an outcome of online discussions using in WordPress. The experienced users or mentors assist 
relatively less-experienced trainees through suggestions, useful comments and guidelines on 
teaching practice within a democratic space. Such interactions help to promote a closer relation-
ship among the community members (Tang & Lam, 2014).

Another experienced educator Hima explains how reflective journals are easily developed 
and maintained using WordPress and Blogger:

Extract 32.6

22 H: (...) so you have got reflective journal, which I think is 
23  best done in a blog. You can incorporate blogging activities
24  into a variety of formats. I do like Blogger and I do like
25 WordPress – but in some other commercial ePortfolio sites
26  such as Mahara has a blog built-in. It has a social network 27 built-in for the 

group that is developed and has a
28 journal or a blog platform. The nice thing about the way the 
29 blog is set up is that you can link to any individual entry
30 in the blog in your showcase portfolio.

The extract above recognizes blogging or reflective journaling as, perhaps, the most distinc-
tive feature of digital platforms. The function of chronologically archiving entries with active 
links to different entries (lines 29–30) facilitates new meaning-making processes for students 
(Beetham & Oliver, 2010) as well as helping them ‘showcase’ their critical artefacts on teaching 
portfolios.

The diagram below demonstrates a step-by-step process for using the WordPress blogging 
tool to support ePortfolio development:
In this example, steps two, three and four represent an interactive process, using the blog to 
provide formative feedback on student work on a regular basis. The following guidelines can be 
useful for both trainers and students to initiate and continue ePortfolio learning:

• First, trainers need to identify appropriate ways of organizing the portfolio. The structure 
should consider outcomes, goals or standards.
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• Based on the goals and other outcomes, students can set up a WordPress category for each 
major outcome required as part of the portfolio’s purpose. Setting up a WordPress ‘parent’ 
page that will serve as the opening page to the portfolio and to the portfolio developer.

• For collection and classification, it is essential to understand the kind of artefacts to be 
included in their portfolios and the ways the entries will be classified. For students, creating 
a digital archive of work is the starting point. Using a local area network server or storing 
files online on the Internet using services such as Google Drive, Microsoft OneDrive, or 
Dropbox is recommended.

• Educators need to provide students with resources to support their reflection activities. 
For each learning activity or artefact, the key focus should be on students’ reflections (see 
‘Further reading’). Again, students can write a blog entry with a reflection on each learning 
activity or artefact (e.g. what is the context in which this artefact was developed?) followed 
by classifying each entry with one or more WordPress categories and adding appropriate 
artefacts through hyperlinks or as an attachment to the blog entry. The viewers can click 
on the hyperlinks of each main category and visit a variety of artefacts which can also be 
shared in other posts through additional hyperlinks (Wray, 2007).

• As discussed in the evaluation section, the blog feature of posting comments can be useful 
to provide interactive feedback on the work posted in the ePortfolio blog entries. Along 
with guidelines and rubrics, students should be given the option of updating or modifying 
their works, based on the feedback they receive.

At the end of a programme, students can write a ‘retrospective reflection’ about the learning 
represented in the artefacts, selecting one or two examples that best represent their achievements. 
This writing looks back over the course and provides a meta-analysis of the learning experience 

Figure 32.3 Using blogs and pages to create ePortfolio
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as represented in the reflections stored in the blog entries. The self-assessment technique is help-
ful to build an overall impression of their portfolios for the audience. Furthermore, the final 
selections can include the evidence i.e. links of the appropriate sub-pages which can serve as a 
‘letter to the reader’ and provides an explanation of the overall goals of the portfolio. Often the 
user has the freedom to decide what parts of the portfolio are to be made public. Last, accord-
ing to what the trainers have highlighted, the final evaluation of portfolio can be assessed using 
a quantitative analytic rubric or a holistic rubric. Getting real-time access to students’ posts is 
one of the prime features of ePortfolios as was mentioned by the interviewed teacher educators.

Summary

ePortfolio use is not limited to installing the platform and incorporating that into the regular 
teaching programmes. Success mainly depends on the purpose, aims and the projected learn-
ing outcomes which need to be comprehensive, integrative and well-explained to the staff and 
students before they are involved in the process. Studies highlight the possibility of dealing with 
‘conflicts’ in terms of purposes and goals as one the few emerging issues in ePortfolio use in 
teacher education (Evans and Powell, 2007; Zeichner and Wray, 2001). Trainers emphasize mak-
ing connections, building identities and professional development, whereas student-teachers 
mainly focus on the ‘showcase’ aspect of portfolios and how they can create a ‘favourable’ image 
to the future employers. These complications are in conflict with the main aims of using ePort-
folios in teacher education discussed in the previous sections of this chapter. Again, being too 
directive or giving trainees the full onus of ePortfolio construction can often engender negative 
reactions as well as inauthentic reflections, less engagement or scarcity of teaching evidence 
(Zeichner and Wray, 2001). To balance the continuous practice of reflection, creative showcasing 
of student evidence and the degree of student-teacher agency, educators need to:

• Carefully receive and value the wealth of information (i.e. personal reflections, posts, com-
ments, evidence of teaching practice) the student-teachers are sharing.

• Maintain sound communication with students and explain the skills that are desirable for 
them to acquire and develop throughout the programme.

• Remain technologically up-to-date and keep the trainees well-informed and motivated.
• Determine what is useful and should be harnessed to sustain teacher development and 

thereby, extend support and feedback.
• Establish the value of ePortfolios in trainees’ learning journey, through guided and mean-

ingful reflective tasks.

It is also necessary to identify the anticipated contextual challenges and take advantage of 
the potential of ePortfolios in further encouraging teacher reflection and professional growth 
(Zeichner and Wray, 2001). The following specific points should also be considered to tackle 
such obstacles:

• Not all students will have sound access to the internet and devices to continue ePortfolio 
learning and represent their tasks with different media facilities; therefore, it is suggested that 
institutions, as well as educators pay utmost attention to technical factors before introduc-
ing ePortfolio based learning. Regular ‘drop-ins’, ‘tutorials’ and online ‘discussion forums’ 
can be some practical options to keep trainees motivated and engaged in the process.

• To encourage staff, frequent workshops and reflective discussions could be an appropriate 
starting point where trainers will get chances to resolve any technical or teaching-related 
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issues in a collaborative environment while becoming more confident and professional 
about handling technology.

• It is beneficial to have clear assessment criteria and a set of realistic aims that include a bal-
ance of the process/product and theory/applications parameters.

Overall, developing as a professional requires a lifelong commitment to learning and research 
(Day, 1999). As ePortfolio learning shows a strong affinity with professional identity building 
and improvement of reflective skills, pre-service teachers can develop good teaching practices, 
make connections between theory and applications and sustain professional networks beyond 
the scope of the teacher education programme.

Further reading

Chaudhuri, T. and Cabau, B. (2017) E-portfolios in Higher Education. Singapore: Springer.
 Presents a diverse range of perspectives on ePortfolio use in higher education, for assessment and in 

building communities of practice.
Kurtoglu-Hooton, N. (2013) ‘Providing “the spark” for reflection from a digital platform’, in Mann, S. and 

Edge, J. (eds) Innovations in Pre-Service Education and Training for English Language Teachers. London: British 
Council: 17–32.

 This pertinent study discusses and evaluates the use of Pebblepad in promoting reflection in pre-service 
teacher education.

Stefani, L., Mason, R. and Pegler, C. (2007) The Educational Potential of E-Portfolios: Supporting Personal Devel-
opment and Reflective Learning. Abingdon: Routledge.

 A comprehensive, well-written book on the key aspects associated with ePortfolio use and implementa-
tion such as, planning, sample ePortfolio tasks, challenges, affordances, assessment techniques as well as 
incorporation strategies.

Resources

Organizations

EUROPORTFOLIO European Network of ePortfolio Experts & Practitioners <www.eportfolio.eu>
ePIC, the International ePortfolio & Identity Conference <https://epic.openrecognition.org>
Electronic Portfolio Action Pac (EPAC) Community of Practice (free mail list): <https://mailman.stanford.

edu/mailman/listinfo/epaccoplist>

Recommended sites

ePortfolios in teacher education: <https://warwick.ac.uk/fac/soc/al/research/vilte/resources/gulzar_the 
sis.pdf>

Reflection for Learning: <http://sites.google.com/site/reflection4learning/>
Mobile Devices in ePortfolio Development: <https://sites.google.com/site/mportfolios/>
ePortfolios in schools (GSuite): <https://sites.google.com/site/k12eportfolioapps/>
JISC <www.jisc.ac.uk/guides/technology-and-tools-for-online-learning/e-portfolios>
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Introduction

Teachers’ guides come in a range of formats and styles, and have a long (albeit largely undocu-
mented) history. Typically, they take the form of the book (the ‘teacher’s book’, although increas-
ingly this may exist only in a digital format) that, as part of a package of materials for a language 
course, accompanies the ‘student’s book’. Its purpose is to guide and support the teacher’s use 
of the student’s book in the classroom. Alternatively, a teachers’ guide (following Stern, 1983) 
is a free-standing monograph on methodology that (in the words of one of them) ‘provides a 
complete introduction to teaching languages, for use in both pre-service or in-service settings. 
It can be used by groups of teachers working with a trainer, or as a self-study resource’ (Ur, 
1991: back cover). It is teachers’ guides in this second sense – i.e. as free-standing monographs 
on methodology – that are the subject of this chapter.

As such, teachers’ guides embody what Ellis and Shintani (2014: 2) call ‘pedagogic discourse’, 
i.e. one which ‘is intended for teachers and thus is written in a form that is accessible to this 
audience. Its aim is to be ‘practical’ – to offer suggestions for what might work in the classroom’. 
This contrasts with ‘research-based discourse’, which ‘is intended for fellow researchers and 
although it may propose a number of ‘practical’ applications, it is primarily directed at theory-
testing or theory-building’ (ibid.).

Harwood (2014: 9) comments that ‘very little research has been done on ELT teachers’ guides’, 
and, while he is referring to the former type – i.e. those that complement specific coursebooks – 
the same might be said of methodology texts in general. This is perhaps surprising, given the key 
role that these texts often play, not only in terms of enshrining and perpetuating existing class-
room practices, but in the construction of teachers’ knowledge. Indeed, given many teachers’ 
well attested reluctance to engage with ‘research-based discourse’, either by conducting research 
themselves or by reading the findings of other researchers (see, for example, Bartels, 2003; and 
Borg, 2009), methodology texts – especially those mandated on teacher training courses – may 
constitute one of their few sources of information as to how language  teaching is conceptualized 
and practised. The principles that teachers subscribe to – either overtly or covertly – and which 
underwrite their pedagogical decision-making are more likely to have been derived from such 
texts than from primary sources. Hence, as Stern (1983: 478) notes, they ‘form a valuable link 
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between the “theoretic” … and the “practical” ’. Indeed they may go some way towards bridging 
the ‘dysfunctional’ discourse between researchers and practitioners (Clarke, 1994). Carroll (1966: 
97) likened this mediating role to that of the ‘county agent’:

the person who by personal visitation communicates the findings of agricultural research 
… to the farmer right at his door. There could be an analogue of the county agent in edu-
cation: the individual who makes a specialty of communicating the findings of research to 
the potential consumer, the teacher, teacher trainer, educational policymaker, or preparer 
of instructional material.

Survey

How effectively, then, do teachers’ guides perform this bridging function? More specifically, to 
what extent – and how – do they transmute research-based discourse into pedagogic discourse, 
given that the former is frequently ‘couched in language that is not accessible to outsiders’ (Ellis 
and Shintani, 2014: 2). And, given their potential to shape teachers’ pedagogical knowledge, how 
trustworthy are they? Do the writers of methodology texts represent and interpret the research-
based discourse accurately and faithfully? Or do they cherry-pick the research findings, or oth-
erwise simplify, or even distort them, in order to promote their own particular agendas – which, 
in the case of methodology writers, may often be a specific method?

In order to contextualize the way that the writers of contemporary methodology textbooks 
engage with these questions, a brief historical survey is in order. A glance, for example, at some 
leading methodology texts produced over the last 100 or more years suggests that writers have 
been less than consistent in terms of identifying and referencing the research evidence that 
might have informed their pedagogical recommendations. This reflects less a lack of probity on 
their part, perhaps, than the fact that, until relatively recently, there has been a dearth of research 
into language acquisition, and second language acquisition (SLA) in particular, on which to 
draw. (Ellis, 1997: 5, for example, chooses the 1960s as the date when SLA, as a research-driven 
discipline, ‘was born’).

However, the need to ground methodology on a principled base was expressed by Sweet as 
long ago as 1899. For Sweet, the multiplicity of existing methods could only be rationalized 
by an appeal to the then current psychological theory of associationism. For Harold Palmer, 
too, methodology needed to be based on scientific principles, as articulated in the title of his 
1917 (1968) book, The Scientific Study and Teaching of Languages, regarding which Smith (1999: 
60) notes:

The book prefigures applied linguistics as constituted in the latter half of the twentieth 
century in proposing the establishment of a new “science of language-study” on the basis 
of insights from philologists, phonetics, grammarians, lexicologists, modern pedagogy and 
psychologists, with these insights ‘placed in such order and with such observance of propor-
tion that the inevitable conclusions will suggest themselves’ (Palmer 1917: 22).

On the other hand, some writers of teachers’ guides were sceptical as to the relevance of ‘pure 
science’ for classroom practice. Morris (1959: vi), for example, writes that

while it would savour of impertinence to decry the application of scientific methods of 
investigation … it is permissible to question any attempt to treat the subject [i.e. language 
education] as a whole as though it belonged to the sphere of pure science. It must be borne 
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in mind that laboratory experiments of a pedagogic nature, however illuminating, can have 
only restricted validity, in view of the highly inconstant human factor.

In a similar vein, Brooks (1960) prefaces his influential methodology text with ‘a word’ about 
science. For Brooks, science is concerned with objective truths and verifiable facts, and is seem-
ingly indifferent to issues of social responsibility. It sits uncomfortably, therefore, with the goals 
of education, especially of the young. He concludes,

in this study we shall accompany the scientists as far as they wish to go; it will frequently be 
necessary to digress and to go further, for language is a private as well as public matter, and 
the world as it is is not the only world the young should contemplate.

(x–xi)

This is a view argued much later by Widdowson (1990: 60) among others, i.e. ‘that pedagogic 
research calls for the independent appraisal of ideas as a precondition to their application. That 
application cannot simply model itself on the procedures of empirical research.’

Generally, though, methodology writers steered a judicious, albeit at times unsteady, path 
between these two polarities, appealing on the one hand to their own experience, intuitions, and 
‘common sense’, while, on the other, referencing the appropriate research literature – where it 
existed. Frisby (1957: 5), for example, asserts that his book ‘is based on thirty-five years’ experi-
ence of the teaching of English and study of the techniques involved’, but he also acknowledges 
the influence of, among others, Charles Fries and Harold Palmer, and adds a book list which 
displays his debt to his predecessors. Chapman (1958) defers to commonly shared principles 
‘which have a general validity’, although he gives no indication (e.g. in the form of footnotes 
or a bibliography) as to whence these principles were derived. Billows (1961: x) grants that his 
book is ‘in some ways, a compendium of what other people have written and said about teach-
ing’, but adds

a great deal more I have learned from particular teachers whom I have watched… My prac-
tice has been to observe success in learning, whether in my own classes or those of others, 
and try to abstract the cause of the success from the complex of what was done. From this 
I tried to establish a rule which can be generally applied.

Finally, he cautions that ‘on some points I am disposed to be dogmatic’. More recently still, 
the methodology described by Haycraft (1978) is entirely practice-oriented, and based on the 
short intensive pre-service courses taught at International House, of which he was co-founder. 
However, at the end of each chapter, readers are referred to other contemporary resources, 
including Rivers (1968) and Byrne (1976). Byrne himself, in the preface to his book on teach-
ing oral English, describes it as being ‘the product of personal experience and of reflection on 
that experience’ (1976: v), but does include ‘suggestions and references for further reading’ at 
the end of each chapter.

In prefacing a content analysis of a number of such texts, Stern (1983: 23) notes that ‘one of 
the main problems which writers on language pedagogy have tried to contend with have been 
the continuous changes in the language sciences themselves.’ This is often reflected in the num-
ber of editions that the more popular methodology texts rack up. A striking example of how two 
successive editions of a methodology text straddled a paradigm shift is Wilga Rivers’ widely used 
text, Teaching Foreign-Language Skills, first published in 1968 and then revised in 1981. As Rivers 
herself wrote (in the second edition, 1981: xiii): ‘Much water has flown under the bridge since 
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the sixties’. Apart from being one of the few women in what at the time was an almost exclu-
sively male-dominated field, Rivers is remarkable in not only embracing the transition into a 
communicative methodology, but, in some ways, being able to predict it. And, while thoroughly 
versed in developments in psycholinguistics, she also forestalls possible critics by appealing to the 
fact that she is ‘an experienced teacher of languages’ (ibid.).

In short, methodology writers over the last century have demonstrated a less than total 
allegiance to scientific method, appealing more often than not to their intuitions and personal 
experience. As Stern (1983: 478), in summarizing his own analysis of a number of contemporary 
teachers’ guides (including Rivers, 1981), puts it,

These guides commonly reflect the writers’ experience as teachers or teacher trainers, their 
interpretations of the contemporary literature of linguistics, applied linguistics, and psycho-
linguistics, and their personal views on the method question.

But, less charitably, he adds:

Looked at critically as a class, the guides frequently fail to make a clear distinction between 
firmly tested knowledge, research evidence, widely held opinion, personal views of the 
writer, and hypotheses or speculations to be tested. These books, therefore, are best treated 
as the personal language teaching theories of experienced and sophisticated theorists and 
practitioners.

(ibid.)

However, on the positive side, Stern concurs that, as comprehensive sense-making exercises, they 
have a certain validity, and, in the end, ‘[t]hey are the most clearly defined global interpretations 
of language teaching at our disposal’ (ibid.).

Arguably, the need for such ‘interpretations’ is more important than ever, given the exponen-
tial increase in research studies that have been undertaken in the last three decades, and given 
that the papers that directly report these studies ‘do not seem to function well as a mechanism 
for communicating information for teachers’ (Bartels, 2003: 737). This, at least, is the gist of 
McNamara’s (2008: 304) defence of what he terms ‘intellectual guides’:

As the various fields of theory develop and proliferate, the demands on those introducing 
theory to practitioners grow ever more complex. That is why intellectual guides to the 
whole area and its many perspectives are needed, as a resource for trainers and educators 
and as a way of demonstrating the richness of available perspectives to practitioners wishing 
to understand and develop their practice.

Research

With the aim of bringing this account up-to-date, as well as probing more deeply into the way 
these ‘intellectual guides’ are generated and informed, four leading writers of such texts were 
interviewed (by e-mail). They were Penny Ur (henceforth PU) author of (among many titles) 
A Course in Language Teaching (1991; 2012a); H. Douglas Brown (henceforth HDB), author of 
Principles of Language Learning and Teaching (2014) and Teaching by Principles (2007), among oth-
ers; Jeremy Harmer (JH), author of many titles, including The Practice of English Language Teach-
ing (2015), and How to Teach English (2007); and Jim Scrivener (JS), author of (among others) 
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Learning Teaching (2011) (all four authors have given their consent to be quoted in this chapter). 
While no accurate figures are available (and are probably jealously guarded by their publishers), 
a straw-poll of teacher trainers in a variety of contexts suggests that, between them, these four 
writers command a substantial share of the global market for methodology texts for use on ELT 
teacher training courses, both pre- and in-service.

Given the ongoing debate about the ‘theory-practice divide, the questions that they were 
invited to address were the following:

1. How did you get into writing methodology texts?
2. How important is it, do you think, to link research and classroom practice?
3. How have you kept/do you keep abreast of new developments in research, e.g. SLA, corpus 

linguistics, neurobiology etc?
4. Given that most research is somewhat inconclusive, how do you select from – and prior-

itize – the research findings that inform your texts?
5. Do you feel you have an ‘agenda’, i.e. a bias towards a particular theoretical (or atheoretical) 

position? If so, do you think this matters?
6. Does it concern you that you might be ‘dumbing down’ or otherwise misrepresenting 

research findings? How do you guard against this?
7. To what do you attribute your success? (Don’t be modest!)

In describing how they became writers of methodology texts, all four referenced their prior 
involvement in teacher education which had helped them articulate their own ‘personal theo-
ries’ of teaching and, at the same time, led them to identify a need in the market for practically-
oriented texts written in accessible language. In their own words:

Early in my career (mid-1970s) I found that no one current textbook fit my needs for 
assigned readings for courses, and considered writing my own book.

(HDB)

It started when I wrote notes to accompany/follow up my somewhat incoherent input on 
a teacher training course in Mexico many years ago. It turnout I was better at expressing 
myself in writing than speaking.

(JH)

I got excited about things that worked for me in the classroom, and wanted to share. First 
[I] talked to my colleagues at school, then started writing articles for a local teachers’ jour-
nal, then a British one, and then I wrote something about ideas for task-centred oral fluency 
practice and got carried away…wrote an article full of teaching ideas that was too long for 
any journal to publish.

(PU)

I thought there was a real space in the market for a book that focussed on the “hows” a 
teacher needed when doing a short intensive practical course like CTEFLA (CELTA).

(JS)

Often a fortuitous contact with another writer or publisher led to an invitation to submit a 
proposal: ‘When a Prentice Hall rep came to my office asking if I had any books “up my sleeve,” 
that was all the impetus I needed’ (HDB).
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On the question as to the importance of making connections between research and class-
room practice, opinions varied, and, indeed, tended to reflect the range of positions adopted by 
previous generations of writers, as outlined in the survey above. JH, for example, argues:

I simply fail to understand people who deny the role of research in helping us understand 
our practice and improve it. … Of course teacher intuition matters, and classroom experi-
ence is paramount, but unless, as teachers, we are open to listening to and evaluating other 
people’s research we run the risk of thinking that we understand everything.

This is a sentiment echoed by HDB: ‘Teachers need to ground their teaching in research-based 
findings and assumptions. And, more importantly, teachers themselves should not shrink from 
engaging in their own classroom-based “action research.” It’s an all-important interaction.’

PU, however, takes a more non-committal stance on the need to appeal to the research evi-
dence, arguing that such evidence is ‘not always essential, but often useful and enlightening’. And 
she adds, ‘It’s sometimes a useful support and can provide interesting insights, but it’s certainly 
possible to write helpful and valid professional guidance for teachers with no research refer-
ences whatsoever.’ This echoes the opinion she had expressed in an earlier article on the relation 
between research and practice (Ur, 2012b):

For the ELT practitioner the main source of professional learning is classroom experience, 
enriched by discussion with colleagues, feedback from students, and – for those teachers 
with the time and inclination – input through reading, conferences and courses, of which 
research is one important component. Research is not the primary basis of ELT knowledge 
for the practitioner, but it is a valuable supplement.

JS is more sceptical still: ‘I’ve never found much formal “research” very helpful to my own 
classroom work. I am not “anti-research” but I do carry a suspicion of many statistical studies in 
teaching.’ For him, research lacks what Clarke terms ‘particularizability’: ‘The important ques-
tion to ask is “To what extent can this information be made usable for particular teachers?” ’ 
(Clarke, 1994: 20). Or, as Han (2007: 392) puts it, ‘researchers need to be ever mindful that as 
much as their studies are generalisable, pedagogy is largely local.’

Rather than relying on research, therefore, JS maintains that ‘I learn more about my own 
teaching by watching and thinking about my own teaching. Other people’s discoveries rarely 
feel applicable to me (being uniquely me), my context (being uniquely it) and my students 
(being uniquely them)’. He regrets that many practising teachers ‘are rather in awe of supposed 
“experts” and quite wary of trusting their own experience and expertise’, and his ‘mission’ is ‘to 
encourage teachers to trust their own experience more and find hard-edged ways to learn from 
it.’ For this writer, learning to teach is not only both situated and experiential, but is essentially 
personal, as revealed, for example, in the stories that teachers tell in order to make sense of their 
experience. As Golombek (2009: 155) notes, ‘These stories are expressions of a dynamic and 
complex kind of knowledge – teachers’ personal practical knowledge.’

In response to the question as to how these writers keep abreast of new developments in 
the field, there was again a diversity of opinion, reflecting the range of academic versus non-
academic contexts in which they operate. Representing the more academic axis, HDB keeps 
up-to-date ‘by teaching university courses myself and disciplining myself to set aside reading 
time. Purposeful reading of summaries of research in edited “state of the art” volumes helps 
to acquire information in subfields that are of interest but not in my central focus.’ PU admits 
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to the impossibility of keeping abreast of all current development in the field and that, despite 
reading as much as possible, she is sure she is missing some ‘key publications’. ‘But on the other 
hand things that are really important get cited by those I am reading, so sooner or later I think 
I get most of the major stuff. But certainly not all.’ JH mentions three sources of input: reading 
(principally journals), attending conferences, and ‘thirdly I keep my eyes and ears open through 
news media, magazines and, increasingly, social media where news of new research often breaks.’ 
JS also mentions social media: ‘For some years I think Twitter has been a very important sign-
post to interesting articles and websites.’ And he adds, ‘In general, I have been more inspired 
by research in science areas (quantum physics, brain, astronomy etc) than by mainstream ELT/
language learning research. New Scientist magazine is excellent in pointing towards science books 
worth reading.’

It is tempting to infer not just an academic versus non-academic divide here, but a geo-
graphical one: HDB works in a North American context, whereas the others are affiliated with 
British-based publishers. As Womack (1969) long ago noted: ‘From the beginning, TEFL in the 
States has been closely tied to developments in linguistics, so closely that in the States we assume 
this relationship or collaboration. This does not universally seem to be the situation in Britain. 
Indeed, linguistics seems suspect among people in TEFL there’ (cited in Rixon and Smith, 2017: 
18.) Not just linguistics, perhaps, but SLA as well.

Asked about their criteria for selecting from the research evidence, HDB again positions 
himself within an academic and research-based discourse community, while also indicating a 
strong pedagogical orientation, effectively bridging the two discourses: ‘The selection of find-
ings to inform my writing is based on degrees of (1) validity through triangulation of findings, 
(2) relevance of findings to pedagogy, and (3) practicality of those findings for classroom teachers.’ 
Similarly, PU looks for research that is ‘well-designed and carefully executed, with convincing 
evidence and logical conclusions’, and that, moreover, is not ‘trivial’ nor easily generalizable 
in terms of its practical applications. JH invokes Prabhu’s (1987) ‘sense of plausibility’: ‘I go 
for what seems plausible to me. But I have to be careful (and suspicious) of my own unreli-
able instinct.’ And he adds, ‘There IS an element of fashion in this too, of course. Readers of 
a general methodology book need to know what is most “current” as well as what has been’. 
Predictably, perhaps, JS takes a more experiential, even intuitive, stance: ‘Mainly, I think I write 
what I do and what I see other teachers doing. Informed ideas that may or may not work for 
others. These need to fit in with my own internal schema for how I think people learn, study, 
behave etc.’

On the question of ‘having an agenda’, only JS expresses an allegiance to a specific theory of 
learning – what he describes as a ‘ “muscular hard-edged humanism” based on honest, uncom-
promising feedback cycles’, and influenced by the work of Carl Rogers in particular. The others 
are more circumspect, and aim for balance: ‘Everyone has biases, but I try to be as fair-minded 
as possible in weighing relevant alternatives’ (HDB); ‘I really try hard in my own writing to be 
as objective as possible’ (PU); ‘In my case I write “general” methodology and I see it as my duty 
to try and present a balanced picture of what is going on – showing where alternative views of 
what is going on can be relevant’ (JH).

JH gives an example of how he attempts to maintain a balance:

A typical example is the issue of whether or not to use the L1 in the classroom. Different 
researchers/commentators have diametrically opposite views of this. So the job of a gen-
eral methodology writer is to explain these two views and then, perhaps, draw a general 
conclusion – or perhaps that would better be described as a summary of what’s going on.
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However, even HDB confesses to a set of values that underpin his methodology, confirming the 
view that – as Johnston (2003: 5) insists – ‘language teaching, like all other teaching, is funda-
mentally moral, that is, value laden’:

I firmly believe that language learning is a universal means for multicultural commu-
nication and reaching across national and linguistic borders, as well as appreciating and 
affirming diversity in points of view. I always remind my teachers that they have a social 
responsibility to appreciate that diversity among their students, to be nonjudgmental in 
responses to students, and to remind their students that language is a bridge to global peace. 
If that’s a bias, so be it!

Asked whether they were concerned about ‘dumbing down’ or misrepresenting research find-
ings, opinions differed. JH and HDB resist simplification and overgeneralization:

I worry about dumbing down all the time. If I see it as my responsibility to give a general 
overview of our field; if I see it as a useful service make some complex ideas more acces-
sible to practising teachers; if I see a kind of narrative flow as part of my trade – and I do 
see all those things – then the corollary is that I may (and almost certainly do) fall into the 
trap of oversimplification.

(JH)

I do not think we should “dumb-down” such findings, and I try to avoid it. Most “dumb-
ing down” ends up as overgeneralization, which should be avoided at all costs. The best 
way to guard against it is to provide concrete examples and “show” (rather than “tell”) how 
research informs pedagogical decisions and actions.

(HDB)

On the other hand, JS and PU are more sanguine, and PU is refreshingly candid:

I think there is a valid place for practical manuals for teaching that do not encumber the 
reader with all the background understanding the author has acquired.

(JS)

No, I don’t think this worries me. Research which is very complicated and difficult I can’t 
understand anyway, so I’m not about to dumb it down because I’m too dumb myself to 
deal with it in the first place. … Abridging, paraphrasing and simplifying are valid mediat-
ing strategies which enable a lot more people to get access to the findings; but this does not 
mean over-simplifying or diluting the essential facts and conclusions.

(PU)

Finally, when asked to what they attribute their success, one theme recurred – their capacity to 
address practising teachers in language that is both accessible and personally engaging – i.e. that 
they have a distinctive ‘voice’:

I avoid language that’s pedantic and academically stuffy. I talk to my readers as I would in a 
classroom setting or sitting down with them in conversation.

(HDB)
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I seem to have found a writing “voice” that many teachers have found congenial. I think it’s as 
simple as that.

(JH)

I’m seen as a sort of senior, experienced teaching colleague with lot of classroom experi-
ence rather than a university professor who is an “authority” on applied linguistics. At the 
same time, I can explain the underlying rationale and quote supporting research where 
appropriate, have “done my homework”, as it were.

(PU)

I’ve been told that I sound like a real teacher – someone who quite obviously has 
taught a lot – talking to them – and this is compared with the voice they hear from 
many other books – that of some distant expert who is telling them what they should 
do, based on research – possibly without even having the relevant chalk face experi-
ence themselves.

(JS)

Discussion

While each of the writers interviewed might situate themselves at different points along a cline 
from purely research-based and academic to purely classroom-based and intuitive, all four share 
a number of features in common – features, what is more, that (as we have seen) are consistent 
with a tradition of writing about methodology that extends back more than a century. In writ-
ing about teaching they are:

• principled – the writers subscribe to a set of beliefs, or values, or principles that derive from 
research and/or their own experience, and which underpin the classroom practices that 
they endorse;

• selective – at the same time, they exclude or marginalize practices that are considered implau-
sible, trivial, or not easily generalizable to a wide range of contexts, while, at the same time, 
they often advise teachers to be sensitive to contextual factors and, where possible, adopt a 
‘particularist’ approach;

• eclectic – nevertheless, rather than promoting one single method or approach, the writers do 
draw on a variety of sources and describe a range of methods and techniques; they eschew 
prescriptivism or dogmatism, and aim for balance;

• practical – they all purport to provide practical advice and suggestions for classroom applica-
tion, whether or not these are explicitly endorsed by research findings;

• demotic – they assume an informal, non-academic writing ‘voice’, appropriate to a peda-
gogic rather than a research-based discourse mode (Ellis and Shintani 2014).

In this sense, all four writers write guides that, in Stern’s (1983: 478) formulation, ‘offer a com-
prehensive and coherent interpretation of all aspects that the writer of the guide regards as 
important in language teaching.’ On the other hand, all four – to varying degrees – might 
equally be liable to Stern’s charge that they ‘frequently fail to make a clear distinction between 
firmly tested knowledge, research evidence, widely held opinion, personal views of the writer, 
and hypotheses or speculations to be tested’ (ibid.).
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It is, after all, taken as axiomatic by most researchers – if not by many teachers – that ‘firmly 
tested knowledge’ is valued more highly than ‘widely held opinion’ and ‘personal views’. As 
Long (2011: 385) insists, ‘SLA research should obviously feature prominently in proposals for LT 
[language teaching]. SLA researchers study the very processes LT is designed to facilitate, after 
all.’ It stands to reason (the argument goes) that teachers’ guides should represent the research 
findings accurately, impartially and comprehensively.

However, given the popularity of these guides, it is tempting to suppose that their reluctance 
to feature SLA research ‘prominently’ may not in fact be a problem – that the guides fulfil an 
important function irrespective of their apparent lack of scientific rigour. This raises the vexed 
question as to how essential ‘firmly tested knowledge’ and ‘research evidence’ is for the purposes 
for which these guides are written, i.e. pre- or in-service teacher education. Some scholars, e.g. 
Freeman (1989: 29), might argue that they are not: ‘Although applied linguistics, research in sec-
ond language acquisition, and methodology all contribute to the knowledge on which language 
teaching is based, they are not, and must not be confused with, language teaching itself. They 
are, in fact, ancillary to it, and thus they should not be the primary subject matter of language 
teacher education.’

This is a view that has found support in case studies of teacher expertise, e.g. Johnson (1996), 
Woods (1996), Tsui (2003), which suggest that, in Johnson’s words (1996: 166–167), ‘what teach-
ers know about teaching is not simply an extended body of facts and theories but is instead largely 
experiential and socially constructed out of the experiences and classrooms from which teach-
ers have come’. It is knowledge, moreover, that is instantiated, developed and refined through 
reflection on practice: as Tsui (2003: 265) argues, ‘one of the critical differences between expert 
and nonexpert teachers is the capability of the former to engage in conscious deliberation and 
reflection. Such engagement involves making explicit the tacit practical knowledge that is gained 
from experience’. Tsui refers to this process as ‘the theorisation of practical knowledge’ (ibid.).

Indeed, when teachers are asked to identify the sources of their expertise, they seldom appeal 
to ‘firmly tested knowledge’ or ‘research evidence’. For example, Crookes and Arakaki inter-
viewed 20 ESL teachers in an intensive teaching program in the USA over a 3-month period 
and found that ‘accumulated teaching experience was the most often cited source of teaching 
ideas’ (1999: 16). Other sources of ideas came from (in order) informal consultations with col-
leagues, ‘pedagogically oriented printed resources (e.g., book series)’ – presumably the kinds of 
books under discussion in this paper – ‘spontaneous self-generation’, preservice training, and 
in-house workshops. Crookes and Arakaki conclude (1999: 15):

Many in the academic world of ESL might like to think that ideas come from research or 
research-based sources, but in the field of second and foreign language education, there is 
little evidence indicating whether such research is available, being used, or even appreciated 
as a source of teaching ideas by its intended audience of classroom teachers and program 
administrators.

Given this lack of ‘appreciation’, it is tempting to think that the popularity of the teachers’ guides 
under consideration may be due to – rather than in spite of – their practical, experiential bias and 
their informal style. After all, knowledge that itself has been derived from, and is grounded in, 
the experience of teaching, or of observing teaching, or of talking with practising teachers, will 
arguably resonate more with practising teachers than knowledge which is derived directly from 
the applied linguistics literature, including second language acquisition research.

This need not discount the value of engaging with a research-based discourse entirely. Even 
Tsui (op. cit) acknowledges that teaching expertise ‘also involves the transformation of “formal 
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knowledge” to personal practical knowledge through personal interpretation of formal knowl-
edge in the teacher’s own specific context of work’ (Tsui 2003: 265), where ‘formal knowledge’ 
is defined (by reference to Bereiter and Scardamalia (1993)) as ‘publicly represented’ and ‘nego-
tiable’ knowledge.

Moreover, taking a sociocultural perspective on teacher education, a teacher’s professional 
development involves aligning with the target discourse community – a process of accultura-
tion – which involves learning how ‘to talk the talk’ – to publicly represent and negotiate their 
practical knowledge. As Freeman (1996: 238) argues, ‘it may be that the role of teacher educa-
tion lies less in influencing teachers’ behaviour than enabling them to rename their experience, 
thus recasting their conceptions and reconstructing their classroom practice’ (emphasis added). 
Teachers’ guides might provide the material means by which this renaming process is facilitated: 
simply the act of putting into writing what teachers might otherwise talk about amongst them-
selves could serve to mediate the transition from ‘other-regulation’ to ‘self-regulation’ (Vygotsky, 
1978).

This suggests ways in which these texts might best be used in teacher education contexts: as 
the vehicles by means of which teachers in training make sense of their experience and articu-
late their tacit theories of teaching and learning with respect to their own contexts. As Jourde-
nais (2011: 650) argues, ‘the challenge may lie in assisting teachers to understand and interact 
with the research in such a way that they are able to assess theoretical relevance for their own 
context’. Johnson (1997: 779–780) gives a good example of how this might be expedited:

When I ask my MA TESOL students to read about a particular theory, I ask them to reflect 
on how it may or may not be relevant to their own L2 learning and teaching experiences 
and to consider the extent to which the theory is consistent with their beliefs about how 
L2s are learned and should be taught…

And she adds,

If we create opportunities for teachers to make sense of theory in terms of themselves, their 
students, their classrooms, and the broader social context within which they work, then 
theory becomes relevant for practice because teachers make it their own, and it becomes 
part of how they conceptualise, construct explanations for, and respond to the social inter-
actions and shared meanings that exist within their classrooms.

Arguably, methodology texts play an important mediating role in helping teachers ‘to make 
sense of theory in terms of themselves.’ One way that they could do this is to incorporate the 
‘voices’ of practising teachers, as they narrate critical incidents from their own experience, which 
might in turn trigger cycles of reflection and experimentation.

Conclusion

Given that a teachers’ guide (of the type reviewed in this chapter) may be one of the few books 
on teaching that many teachers either read or consult – e.g. in the context of their pre- or 
in-service training – it has a potentially important impact on the way that teachers’ practical 
knowledge is constructed. But it will only realise this potential if it is able to ‘mesh’ with the 
teacher’s developing experience-based knowledge structures. Ideally, the writers of such texts, 
then, should themselves be experienced teachers whose writing is transparent and whose advice 
is plausible, but who also have a sense of how to leverage the inexpert teacher into the target 
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discourse community – not necessarily by simply re-packaging the findings of SLA research and 
applied linguistics, but by inviting the teacher to map those findings on to their own experience, 
and, by ‘renaming’ them, gain ownership of them. As Woods (1996: 285) writes: ‘While teaching 
to teach often focuses on the transmission of information about teaching, learning to teach can 
be seen as learning how to take advantage of experience so that acculturation as a teacher is 
enhanced.’ Given that well-written teachers’ guides enshrine the collective experience of others, 
they offer potentially powerful tools for mediating that acculturation process.

Further reading

Bartels, N. (2003) ‘How Teachers and Researchers Read Academic Articles’. Teaching & Teacher Education, 
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if their findings are to impact on classroom practice.

Clarke, M. A. (1994) ‘The Dysfunctions of the Theory/Practice Discourse’. TESOL Quarterly, 28(1) 9–26.
 A critical perspective on the disconnect between the discourse of researchers and that of classroom 

practitioners.
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Introduction

Despite the well-acknowledged importance of teacher motivation in effective pedagogy, and 
despite the abundant evidence that teacher motivation is a problem in almost all global settings, 
it is curious that the Second Language Teacher Education (SLTE) literature has hitherto given 
very little attention to the issue. A survey of the most well-known SLTE textbooks of the past 
two decades (e.g. Freeman & Richards, 1996; Malderez & Bodóczky, 1999; Randall & Thornton, 
2001; Richards & Farrell, 2005; Malderez & Wedell, 2007; Burns & Richards, 2009; Johnson & 
Golombek, 2011; Farrell, 2015a) shows that it is either ignored altogether, or assumed to be just 
another beneficial outcome of effective SLTE (e.g. ‘Workshops … can serve to rekindle teach-
ers’ enthusiasm for teaching’ Richards & Farrell, 2005: 25). It is not explicitly included as being 
within the ‘scope’ of SLTE (Freeman, 2009), nor as part of the ‘professional development of 
trainers’ (Wright, 2009). Many writers do stress the importance of providing empathetic support 
for teachers during the change process, while others emphasize the need for teachers to reflect 
on (inter alia) their own motives and decision-making, but again these are treated as aspects of 
good quality SLTE rather than representing a serious attempt to engage with the professional 
motivation of the participant.

Moreover, it is evident from listening to teachers’ voices that SLTE provision has sometimes 
ignored fundamental motivational principles. Farrell, for example, recalls being humiliated dur-
ing a lesson observation by his Director of Studies during his early months of teaching, after 
which he ‘felt like leaving the profession, thinking that maybe [he] was not suited to be a lan-
guage teacher’ (Farrell, 2015b: 2). Complaints are also heard from more experienced in-service 
teachers, such as those researched by Aboshiha (2013: 222), who report some antipathy towards 
teacher educators in academic settings, e.g.: ‘I think these people, they lose touch with teaching 
EFL; they tell us how you should do this, this and this. And you think, how many years ago did 
you do this?’

Perhaps we should not be surprised by this lack of engagement with teachers’ professional 
motivation; on the one hand, there has been a strongly cognitive orientation to the SLTE lit-
erature as trainers have been preoccupied with the key challenge of reconciling theory and 
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practice in developing practitioner knowledge and skills, latterly informed by work on teacher 
cognition (e.g. Borg, 2006) and by sociocultural perspectives on teachers’ knowledge construc-
tion (Johnson & Golombek, 2011). On the other hand, the field of teacher motivation itself has 
been under-developed, lagging well behind the advanced theoreticization of learner motivation 
(cf. Dörnyei & Ushioda, 2011).

On both these fronts, things are changing. First, there have recently been calls to broaden 
the focus of teacher education research and theory beyond teacher thinking, to include affect 
and desire (Korthagen, 2017). It is increasingly recognized that much teacher behaviour in class 
is triggered by unconscious motives; to understand these, in a bid to shape pedagogic prac-
tice, means giving serious attention to the feelings and wants, built up over years of classroom 
experience (as learner or teacher), that contribute to a teacher’s moment-to-moment decision-
making. In our own field, Kubanyiova and Feryok (2015) have argued that if teacher educators 
are to understand this decision-making – what socially oriented theorists have called ‘emergent 
sense making in action’ – their goals must go beyond the development of teachers’ beliefs and 
knowledge and address teachers’ inner lives, the self-concepts (present and future), the ethical 
concerns, the emotion-laden relationships and so on which inform their classroom practice, and 
which of course will also deeply influence their response to experiences of professional develop-
ment. As Korthagen (2017: 399) puts it, the key question for teacher educators is not ‘what do 
my participants need to know?’ but ‘what do the teachers think, feel, want, what are their ideals, 
what inspires them, what kind of teachers do they want to be?’.

Second, teacher motivation is now being theorized and researched with some of the same 
rigour with which learner motivation has been studied, indeed borrowing concepts and theo-
ries from that field as well as from the domains of management and occupational motivation. As 
Richardson, Karabenick and Watt (2014: xiii–xiv) describe:

there has been a dramatic rise in the number of journal publications, special issues, and 
international conference papers addressing questions such as: What motivates people to 
choose teaching as a career? What are teachers’ goals as they work with students in class-
rooms? And, how do intrinsic and extrinsic forces impact teachers’ career experiences and 
trajectories?

In the rest of this chapter we will review some of the key findings of this emerging area of 
research, and then consider how they can inform the practice of teacher educators in both 
pre-service and in-service professional development. Our key argument is that teacher moti-
vation matters because protecting and enhancing it should be an inherent goal of SLTE, and 
because the nature of participants’ motivation will help determine whether they benefit from 
SLTE.

Review of theory and research on teacher motivation

Motives for joining the profession

As highlighted by Richardson and Watt (2014), only in the last decade has there been some 
agreement amongst researchers as to how to investigate motives for joining the teaching profes-
sion, although altruistic, intrinsic and extrinsic motives have been apparent to researchers for 
longer. Regarding altruistic motives, Dörnyei and Ushioda (2011: 161) emphasise that ‘ “teach-
ing” as a vocational goal has always been associated with the internal desire to educate people, to 
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impart knowledge and values, and to advance a community or a whole nation’. Such idealism, 
apparent around the world, can be illustrated by the following quote:

I want to become a teacher and help raise the falling standard of education in the country, 
especially in the remote area.

(Pre-service teacher in Ghana, quoted in Akyeampong & Stephens, 2002: 269)

Intrinsic motives relating to stimulation derived from the educational process itself, working 
with children, and the subject matter to be taught (Dörnyei & Ushioda, 2011), are evident in 
statements such as the following (the last of which merges with the altruistic):

I love kids. They are sincere and always smile.
(Pre-service teacher of English in Hong Kong, quoted in Gu & Lai, 2012: 50)

I loved English at that time. English was a miraculous thing to me.
(In-service teacher of English in China reflecting on being  
drawn to the subject, quoted in Gao & Xu, 2014: 159)

Through teaching my favourite subject, English, I will be more than happy if I can assist the 
growth of my young students on whose shoulders the future of our society lies.

(Pre-service teacher of English in Japan, quoted in Kumazawa, 2013: 50)

Other new teachers, though, have more instrumental or extrinsic goals, i.e. viewing teaching 
primarily as a way of achieving separable utilitarian objectives, such as financial security, alterna-
tive employment for which teaching might be a stepping stone, or an exotic lifestyle. Statements 
that exemplify such perspectives include:

Through teaching, one can become an officer (that is join the military) – and even enter 
politics to become a prominent person.

(Pre-service teacher in Ghana, quoted in Akyeampong & Stephens, 2002: 269)

In Hong Kong, the salary for teachers is relatively high. I can travel to other countries on 
my vacations.

(Pre-service teacher of English from mainland China being  
educated in Hong Kong, quoted in Gu & Lai 2012: 51)

My parents kept saying that teaching is an iron rice bowl (a stable job) and teachers had 
long vacations…

(In-service teacher of English in China, quoted in Gao & Xu, 2014: 159)

Meanwhile, other teachers entering the profession might be amotivated (lacking motivation) 
since becoming a teacher had not been their goal. Failure in exams or bleak sociocultural fac-
tors had rather made the decision for them, as for this South African quoted in Shih (2016: 48): 
‘When I was growing up in South Africa, the only professions which were deemed, you know, 
fit for black people were maybe teaching, nursing, and being a policeman. So I didn’t have much 
of a choice really’.

As to how these different motives influence what teachers subsequently do in the class-
room and the ways in which they later engage professionally in their work, systematic research 
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exploring these issues has emerged in the last 15 years, with the development of Richardson and 
Watt’s (2006) ‘factors influencing teaching choice’ (FIT Choice) framework. Drawing on the 
‘expectancy-value’ theory developed by Eccles et al. (1983), which holds that motivated behav-
iour can be explained by beliefs about likely success and the extent to which an activity is val-
ued, Richardson and Watt (2006) developed, through their FIT Choice model, a psychometric 
scale applicable to exploring motives for entering teaching, i.e. tapping into altruistic, intrinsic, 
utilitarian, and also ability-related motives.

Drawing on this framework to analyse the motivation of a large sample of pre-service 
teachers of various subjects in their Australian context allowed Watt and Richardson (2008) to 
categorize these teachers as follows: ‘highly engaged persisters’ (those intrinsically motivated 
individuals with a passion for teaching), ‘highly engaged switchers’ (those restless spirits plan-
ning on putting effort into teaching in the short term but visualizing subsequent alternative 
careers) and ‘lower engaged desisters’ (those individuals already disaffected and looking for an 
escape route). Watt and Richardson’s research suggests that the highly engaged persisters ben-
efit much more from pre-service teacher education (being ‘turned on’ by it) than the lower 
engaged desisters, whose experience tends to be much more negative. Given that the latter 
group are also much less likely to stay in the profession, according to Watt and Richardson, 
there are economic as well as educational imperatives for addressing their needs during initial 
teacher training.

The FIT Choice model has been validated in various national contexts, as Suryani, Watt and 
Richardson (2016) report, with teachers of various subjects. Preservice English language teach-
ers have been amongst the minorities sampled, but research applying the FIT Choice model 
specifically to this group is still needed. This could explore the extent to which the motivation 
of this group is distinct. Kubanyiova (2006: 8), for example, has suggested that some English 
language teachers might enter the profession with the ‘wrong’ kind of motivation, intrinsically 
motivated in terms of loving English, but desperate not to do the job of teaching. So it is pos-
sible that love of the language in European contexts such as Kubanyiova’s is encouraging lower 
engaged desisters to enrol on English language teacher education programmes. Meanwhile, in 
other contexts, such as Indonesia, it is widely assumed that many English education graduates 
use their English to join other professions, such as interpreting for international companies 
(Suryani et al., 2016). So the problem of there being numerous lower engaged desisters on 
preservice courses may be particularly rife in our field. Nevertheless, as Watt and Richardson 
(2008: 426) point out, motivation can change and there may be ways of socializing lower 
engaged desisters ‘into one of the other types’ on a pre-service teacher education course (see 
below).

Motivation while teaching

While expectancy-value theory has been drawn upon by Watt and Richardson (2008) to under-
stand the motivation of pre-service teachers, other major theoretical frameworks in motivation 
research have been applied to analysing the motivation of in-service teachers. These include self-
determination theory, theories of self, principally self-efficacy beliefs, achievement goal theory, 
interest theory, flow theory, as well as theories relating to identity and ideal/ought-to/feared 
selves that are more fully treated in other chapters of this volume. These theories have received 
differing degrees of attention when re-applied from the study of students to teachers, as Urdan 
(2014) reports, with self-determination theory and, to an even greater extent, self-efficacy beliefs 
having been most influential with teacher motivation researchers.
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Intrinsic and extrinsic motives in teaching

According to Ryan and Deci’s (2000) ‘Self-Determination Theory’ (SDT), motivation to engage 
in work-related behaviour can be plotted on a cline from amotivation at one extreme through 
various forms of extrinsic motivation (from the externally to the internally regulated, i.e. from 
concerns with rewards and punishment, where outside forces are of paramount importance, to 
synthesis with organizational goals, where integration has taken place) to intrinsic motivation 
at the other end of the cline. From this perspective, educators can develop more internalized 
forms of motivation by satisfying students’ psychological needs for competence, autonomy and 
relatedness. SDT has been drawn upon by a small but growing number of teacher motivation 
researchers (see Roth, 2014 for an overview). Recent studies have shown for example how 
more self-determined teachers, both in-service and novice, tend to teach in more autonomy-
supportive ways (Roth et al., 2007; Korthagen and Evelein, 2016). In other words, teachers 
whose own needs for autonomy, competence and relatedness are satisfied are more likely to 
satisfy those needs in their learners, and so develop a healthy internalized motivation for their 
subject.

Teachers’ self-efficacy beliefs

Bandura (1986: 391) defined self-efficacy beliefs as ‘people’s judgements of their capabilities 
to organize and execute courses of action required to attain designated types of performance’ 
and argued that they play a central role in mediating the behaviour of individuals. Influenced 
by awareness of teachers’ insecurities about their own language competencies in the face of 
native-speakerist discourses (e.g. see Chen & Goh, 2011), researchers are increasingly explor-
ing language teachers’ self-efficacy (LTSE) beliefs (Wyatt, 2018). Choi and Lee (2016), in a 
Korean context, for instance, suggest that self-perceived competence in English and LTSE 
beliefs can interact closely with each other, influencing the amount of the target language 
spoken in class. Low LTSE beliefs can be considered especially problematic if accompanied by 
fixed rather than growth mindsets (Dweck, 2000), i.e. when failings are self-ascribed to lack of 
ability rather than to insufficient effort, since the outcome of giving up rather than renewing 
effort might then be more likely (Wyatt, 2018). Of course it is also true that if LTSE beliefs 
are too high, classroom realities can cause such a shock that teachers may abandon the profes-
sion, while those teachers that continue in a state of inflated self-belief may be less open to 
continued professional development (Wheatley, 2002; Wyatt, 2015). In such a scenario, there 
is a need for teacher education that encourages ‘efficacy doubts’ (Wheatley, 2002) through 
reflective self-questioning.

Achievement goals

Achievement goal theory (Butler, 2014) holds that some teachers tend to be more mastery-
oriented (investing effort to develop their knowledge and skills by actively setting themselves 
challenging tasks, monitoring their own progress and eliciting any needed help) while others 
are more ability-oriented (primarily concerned with displaying their innate abilities, measuring 
themselves through social comparison, avoiding the risk-taking that is part of learning). Yet oth-
ers are more work-avoidant, aiming to complete required tasks with the minimum of effort. As 
Butler (2014) reports, more work-avoidant teachers tend to set their students easy tasks in class 
and give very little homework. In contrast, mastery-oriented teachers tend to be continually 
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extending themselves and their students. These orientations also shape the achievement of rela-
tionship goals. A striking finding of Butler’s (2014: 26) longitudinal research was that the more 
heavily teachers emphasized that they cared about creating positive relationships with their 
students at the beginning of a school year ‘the more likely were not only the teachers, but also 
their students, to report that the teacher did indeed care’ at the end of the year.

Possible selves theory

Dörnyei and others have hypothesized that people can be motivated to learn by their internal 
conceptions of who they are or want to be; the more vivid, accessible and realistic the vision, the 
more likely it is to regulate people’s behaviour (Dörnyei & Ushioda, 2011); this theory, which 
has shed much light on the nature of learner motivation in the age of global English, is now 
being applied to the study of novice and experienced teachers (e.g. Dörnyei & Kubanyiova, 
2014; Sahakyan et al., 2018). Just imagining a rosy future is not enough of course; Oettingen 
(2015) argues forcefully that, for motivation to be sustained over a longer period, wishes have 
to be accompanied by images of specific desired outcomes, of likely obstacles, and of plans for 
dealing with those obstacles. Her technique, acronymically named WOOP (Wish, Outcome, 
Obstacle, Plan), may well have applications on pre-service training courses (see the useful web-
site below).

Other relevant motivational constructs

There is no space here to include all theoretical formulations of motivation that could con-
tribute to enhancing teachers’ professionalism. However, two constructs of particular value are 
‘Flow’, which refers to periods of intense absorption in the task at hand during peak moments 
of experience, typically when teachers sense that learning is taking place (Tardy & Snyder, 
2004), and ‘teacher enthusiasm’. Kunter and Holzberger (2014) argue that there are two types of 
teacher enthusiasm which matter – for teaching and for the subject area – though it is enthusi-
asm for teaching which gains the most positive appraisals by students.

Teacher motivation in the practice of teacher education

We now consider how motivational principles should be incorporated in the design of SLTE, and 
give examples of practical activities that teacher educators could adopt. We discuss pre-service and 
in-service education separately because there are clearly some principles which apply more to one 
than the other, though some can apply to both.

Pre-service teacher education

As we have seen, research evidence suggests that teachers choose to enter the profession for dif-
ferent reasons, and this is likely to affect how they respond to initial teacher training. Broadly 
speaking, there are those who view it as a vocation and are intrinsically motivated from the 
beginning (Watt & Richardson’s (2008) ‘highly engaged persisters’), and there are those whose 
motives are much more ambivalent. Motivational practice in pre-service courses therefore has 
two distinct goals: to sustain the motivation of the former group, and to try to internalize the 
motivation of the latter such that they gradually do come to see teaching as their vocation. We 
deal with each in turn.
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Sustaining the intrinsic motivation of those entering  
the profession for the ‘right’ reasons

Clearly many principles of motivational language teaching (Lamb, 2017) will also apply in the 
design and conduct of teacher training courses. Dörnyei’s (2001) strategies for ‘maintaining and 
protecting motivation’, such as ensuring that students are aware of the purpose of tasks, are just 
as relevant for teacher training as for language learning. It is vitally important also that trainees 
get a chance to enjoy moments of ‘flow’– too often the practicum consists of large periods of 
low challenge (observing others) combined with occasional moments of very high challenge 
(actual teaching), but there also needs to be times when the balance between challenge and skill 
is optimal, so the trainee can experience the joy of teaching.

The gradual development of ‘novice teacher autonomy’ is another important strategy for long-
term professional motivation. Although there are many elements of pre-service teacher training 
courses that are non-negotiable, and indeed where trainees look for strong guidance from course 
leaders, there are many opportunities for developing trainee autonomy; here are three:

1. Ensuring that the novice teachers have plenty of choice throughout their training, from 
broad decisions about what topics to specialize in or what age groups to practise teaching 
with, to very specific practical issues like the format of their lesson plans, and the marking 
codes they employ. The key point is that when people choose, they are personally invested 
in that course of action.

2. Providing the means for the trainees to access new knowledge independently, both peda-
gogic understanding, for instance via resource centres, professional websites, webinars and 
online forums – and language skills, for example through tandem partnerships.

3. Encouraging various forms of peer and self-assessment, for example through analysing audio 
and video recordings of practice teaching according to (self-chosen) criteria. At the same 
time, it is important to protect novice teachers from damaging negative self-evaluations, 
especially during the often traumatic experience of the practicum. Research suggests that 
while stress levels are certain to rise during this component of the course, the relationship 
with a mentor can be crucial in maintaining or enhancing the novice teachers’ self-efficacy 
beliefs, and enabling them to learn from the inevitable mistakes rather than be disheartened 
(Klassen & Durksen, 2014; see also Gakonga, Chapter 28 in this volume, on building con-
structive mentor relationships).

Internalizing the motivation of those entering  
teaching with extrinsic motives

As with language learning itself, teacher educators cannot assume that all pre-service teachers 
are there because they want to teach. Their task therefore includes, for these participants, ‘creat-
ing the basic motivational conditions’ and ‘generating initial motivation’ (Dörnyei, 2001). When 
teachers are asked what motivational strategies are most effective with their learners, one regu-
larly comes top of the list: setting a personal example with your own behaviour (Lamb, 2017). 
The same principle probably applies in SLTE courses; that participants are profoundly influ-
enced, subconsciously as well as deliberately, by their course leaders, who are assumed to rep-
resent models of successful pedagogues. The most fundamental quality of the effective teacher 
educator, then, is a love for teaching and a passion for communicating that to new generations 
of teachers. Dörnyei and Kubanyiova (2014: 161) cite an Italian proverb: ‘Who shall kindle oth-
ers must himself glow’.
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There is also an important place in the pre-service curriculum for components which 
overtly aim to foster respect and enthusiasm for the teaching profession. Drawing on princi-
ples of positive psychology, Gregersen and MacIntyre (2017) suggest ways of doing this; these 
include linking teaching to the achievement of global needs (e.g. peace, environmentalism, non-
discrimination), and encouraging trainees to view teaching as ‘helping others’ by doing informal 
teaching projects outside of class. Such practices encourage altruistic motives in novice teachers, 
and remind them of their higher calling as they learn the nuts and bolts of the profession.

Simultaneously, pre-service courses must work to develop novice teacher identities (see also 
Chapter 35 in this volume). From a motivational point of view, if trainees lack an aspirant 
teacher identity, they are also likely to lack a ‘mastery orientation’ (Butler, 2014) towards course 
content, instead focusing their efforts on satisfying course requirements, and avoiding the risk of 
failure. This is why activities like ‘guided imagery’ exercises can be so potent, in helping trainees 
to visualize themselves as future teachers. Among many practical ideas, Dornyei and Kubanyiova 
(2014) recommend asking trainees to do a writing exercise in which they describe their ‘ideal 
classroom’ – what the room looks like, what the learners are doing, what they are doing as the 
teacher, and how it all connects to their ‘ideal society’ of the coming decades. Having shared 
these ideas, the trainees should then consider what obstacles might lie in their path, and plan 
how they could overcome these in the early stages of their career.

In-service teacher education

In-service professional development for teachers takes many different forms and our aim here is 
not to suggest that one form is more motivating than another, rather to urge teacher educators 
to make participant motivation a central consideration in its design and implementation. Based 
on our review of teacher motivation above, we offer these selective (and overlapping) principles.

Don’t force it

Following the principles of self-determination theory, teachers will only be truly motivated for 
Continuing Professional Development (CPD) – valuing it, investing effort, making a personal 
commitment to it over time – if it is offered as a benefit in its own right, rather than in return for 
some kind of reward (pace Shoaib, cited in Dornyei & Ushioda, 2011: 181). An example of how 
not to promote action research (AR) is found in Chang et al. (2013), which reports on a national 
context where AR was promoted as part of an incentive scheme for career advancement; any 
intrinsic motives teachers might have had for doing AR were crowded out by its extrinsic value, 
and as a result it was often conducted in perfunctory ways and rarely continued once the neces-
sary ‘career points’ had been attained.

Make the process enjoyable

Too often the designers of CPD events think overly about the desired learning outcomes – usu-
ally in terms of changes in teacher beliefs or knowledge – without considering the process, and 
in particular participants’ affective response to the event. If this is negative, it greatly reduces the 
likelihood of teachers changing their practice. As President Obama’s biographer Jonathan Alter 
(2010: 140) wrote: ‘logic can convince, but only emotion can motivate’. Motivational principles 
must inform the design, planning and preparation of training events (see Malderez & Wedell, 
2007). For example, self-determination theory reminds us that, in addition to autonomy (satis-
fied partly through having a sense of choice and control – see above), educational courses must 
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satisfy needs for relatedness and competence. Positive group dynamics are no less important 
among teachers than among learners, and Malderez & Bodóczky (1999) offer many suggestions 
to help groups bond and thrive, for instance through sensitively handled self-disclosure activities 
(e.g. ‘I’m a person who…’; ‘Once I had a class…’). Nowadays, of course, online social network-
ing platforms mean that groups can continue to collaborate even after CPD events have finished, 
partly obviating the need to ‘disband’ groups.

Similarly, participants’ sense of competence can be protected by not putting them in a posi-
tion of deficit – ‘you are here because you are ignorant of something important’ – and instead 
framing the learning aims as additive and aspirational – ‘you may be able to enhance your exist-
ing knowledge and skills in this way…’. Sociocultural approaches to teacher education derive 
their motivational power (even if ‘motivation’ itself is rarely cited as a benefit) by satisfying both 
these needs. First by stressing that all teacher learning derives ultimately from caring collabora-
tive relationships. Second by their very deliberate attempt to work within teachers’ ‘Zone of 
Proximal Development’, usually ‘by encouraging teachers to verbalize their current understand-
ing of whatever concept, skill, or disposition is the focus of study’ (Johnson & Golombek, 2011: 
8). Exemplifying such principles in practice is the rough plan of an SLTE programme provided 
by Malderez and Wedell (2007: 60); after group formation, there is a focus on ‘getting out’, shar-
ing beliefs and past experience, before ‘putting in’. Such an approach encourages the mediator 
to give respect to participants’ existing competence while helping to ensure that CPD activities 
offer an appropriate level of challenge.

It is important to recognize that pleasure or other positive emotions are not the only source 
of motivation, however. Several commentators have argued that some form of emotional disso-
nance is necessary to push teachers towards new ways of thinking or behaving. This dissonance 
may be felt when CPD or other self-reflective activities confront teachers with contradictions or 
problems in their own work (e.g. Golombek & Johnson, 2004) or when they make more salient 
a discrepancy between their actual and ideal teacher selves (e.g. Kubanyiova, 2012). Seeking to 
support awareness in teachers of gaps between ideal- and reality-oriented cognitions, the teacher 
educator can adapt tools employed in teacher cognition research (Borg, 2006), e.g. observations 
together with pre- and post-observation discussions. This work can be non-judgemental, with 
the teacher educator collecting data to present to teachers for them to form their own inter-
pretations and conclusions, so ‘holding up the mirror’ (Malderez & Bodóczky, 1999) to facilitate 
a collaborative reviewing of practice. Short-term discomfort might be the spark for long-term 
renewal, particularly if the teacher educator’s support is sensitively attuned.

Foster the love of learning

There is evidence that many teachers begin to lose their motivation for teaching within a few 
years, for a variety of contextual reasons (Dörnyei & Ushioda, 2011), and in many global con-
texts there may be specific factors undermining the motivation of English language teachers. 
Drawn into the profession through a love of the language itself, or at least possessing relatively 
high self-efficacy beliefs, they find that years of repetitive classroom teaching not only dulls their 
enthusiasm for the subject but also lowers their self-confidence, deterring them from experi-
menting with new methods of teaching and initiating a vicious circle of demotivation as learn-
ers sense their teacher’s lack of enthusiasm. With the spread of mobile technology, older teachers 
may also feel threatened by young people in their classrooms who are able to access new forms 
of English on the internet, undermining their position as sole authority on the language. It is 
perhaps not surprising then that, as Hiver (2013) has recently suggested, some English teachers’ 
preferred form of CPD is actually language improvement, rather than pedagogical innovation. 
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Another reason for focusing CPD on language enhancement is that, if done well, it can remind 
teachers of why they fell in love with the language in the first place.

A different approach to fostering a love of learning is to enable teachers to create new 
knowledge for their learners, themselves and their colleagues through classroom research. Hanks 
(2016: 28) argues for the benefits of exploratory practice as ‘creative, motivating, and “entirely 
relevant” work for learners, teachers, and teacher educators’. Meanwhile, Edwards described the 
transformative impact of AR on her own career trajectory in these terms:

For me, the action research programme has achieved far more than improvements to my 
teaching, my students’ learning, and the materials and syllabus used in my context. It has 
been a catalyst for my further academic study, for my involvement in other colleagues’ 
professional development and for dissemination of my research through publications and 
presentations.

(Emily Edwards, in Burns & Edwards, 2014: 79)

Reflect and prospect

‘Reflection on practice’ has become a staple ingredient in pre- and in-service teacher edu-
cation in the last two decades. It has a strong pedagogic rationale – as the basis for teacher 
self-awareness and for provoking the kind of ‘dissonance’ that may, in turn, prompt change in 
beliefs and practice. Yet, it can be over-done through CPD experiences, leaving participants 
silently groaning at the prospect of yet another ‘work in groups and discuss how you usually…’ 
type of activity. Part of the problem is that, as Korthagen (2017: 394) argues, such reflection is 
often superficial, focusing only on actions and ignoring ‘what is really going on during the les-
son inside [the teacher] and her pupils in terms of the affective and motivational dimensions’. 
Mann and Walsh (2017) have argued for more use of data from teachers’ own classrooms, like 
stimulated recall based on a video, or ad-hoc self-observation through audio recordings. Apart 
from their potential in expanding self-awareness and refining teacher’s professional skills, these 
‘self-centred’ activities are intrinsically motivating for the obvious reason that they relate directly 
to the individual concerned.

Successful SLTE activities need to motivate teachers to behave in more professionally effi-
cacious ways, and that means encouraging them to ‘prospect’ as well as to reflect, i.e. to look 
forwards and identify actions they can take which will serve them and their learners better. As 
Husman et al. (2014) point out, just as students who lack a ‘future time perspective’ on their 
education tend to be just ‘doing school’, so teachers who cannot ‘see’ an enticing teacher future 
will tend to go through the motions of teaching. Dörnyei and Kubanyiova (2014: 189) suggest 
a number of activities for ‘guarding the flame of teacher vision’ as they put it, against the harsh 
winds of institutional pressures, unsympathetic managers, recalcitrant learners and so on. Many 
of these activities are visualizations which use a guided imagery script to help teachers see 
potentialities associated with positive emotions; though as Oettingen (2015) would remind us, 
the dreams must be accompanied by recognition of the obstacles, and developing practical plans 
for overcoming them to achieve the desired ends.

Conclusion

Graves (2009: 112) argues that ‘teacher educators must “practice what they preach” and hold 
themselves accountable to the same criteria to which they hold teacher-learners’. Few would 
contest that enhancing pupils’ motivation to continue learning is a criterial quality in education; 
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similarly, we should recognise that protecting and enhancing participants’ desire to enter the 
teaching profession, to invest effort in their daily practice and to continue learning and develop-
ing as teachers should be a central concern of teacher educators. Our theoretical understanding 
of learner motivation has developed rapidly over recent decades, and many of the pedagogic 
implications that have emerged from this research have relevance for teacher educators. With 
the contemporary surge of interest among scholars in teacher motivation, teacher educators have 
even less excuse to ignore this fundamental element in their training or development curricula.

In this chapter we have offered an overview of some, but by no means all, of the links 
between teacher motivation and teacher education. An undeniably complex area, it deserves 
urgent empirical investigation, and we call in particular for studies on:

1. the impact of SLTE on teacher motivation; given the huge investment that countries make 
in teacher training and development, it is remarkable that so few studies have examined 
what effect it has on participants’ short and long-term motivation to teach.

2. the impact of teacher motivation on SLTE; Kubanyiova’s pioneering work (2012) suggests 
that the nature of teachers’ pre-existing attitudes, self-concepts and motives can substan-
tially influence how they respond to in-service training, and we can assume that the same 
is true for pre-service training.

We believe these considerations should form the basis of a developing research agenda.

Further reading

Dörnyei, Z. and Kubanyiova, M. (2014) Motivating Learners, Motivating Teachers: Building Vision in the Lan-
guage Classroom. Cambridge: Cambridge University Press.

 Noting ‘it is a curious fact that the role of teachers’ unique personal talents and passions hardly ever 
features in L2 teacher education research or practice’ (166), they offer a number of practical activities 
that encourage teachers to identify their personal strengths, values and goals, which will help them ride 
the bumpy contours of early professional experience.

Gregersen, T. and MacIntyre, P. (eds) (2017) Innovative Practices in Language Teacher Education. Dordrecht: 
Springer.

 An edited volume of chapters by a mix of experienced teacher educators and motivation experts. What 
the chapters have in common is an interest in the affective side of teacher education, in particular how 
insights from positive psychology can make the process more enjoyable, meaningful and productive.

Richardson, P. W., Karabenick, S. A. and Watt, H. M. G. (eds) (2014) Teacher Motivation: Theory and Practice. 
New York: Routledge.

 A state-of-the-art compendium of recent research and theory on teacher motivation in general educa-
tion. The three sections deal with theoretical approaches, with motivation in day-to-day teacher activi-
ties, and with motivation and the long-term career trajectories of teachers.

Useful web links

<http://selfdeterminationtheory.org> – the official site of SDT, providing many free resources on different 
aspects of the theory.

<www.ted.com/talks/dan_pink_on_motivation> – the TED talk given by Dan Pink, author of (2009) 
Drive: The Surprising Truth About What Motivates Us. Edinburgh, Canongate.

See also the beguiling RSA animate presentation <www.youtube.com/watch?v=u6XAPnuFjJc>.
<http://woopmylife.org/woop-1> – Gabrielle Oettingen’s website about her WOOP technique for 

achieving personal goals. Are there applications in teacher education?
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Language teacher identity (LTI) has emerged as a legitimate field of research in English language 
teacher education. What is of particular interest is how LTI is theorised, how it is constructed 
and negotiated in contexts of teaching and teacher education, and how it relates to teaching 
practice and the work of teachers beyond the classroom. In the first section of the chapter 
I claim that LTI is difficult to define, and suggest that one of the reasons is that thinking about 
LTI includes multiple theoretical perspectives, some of which I address in the following section. 
I then comment on data extracted from interviews conducted with English teacher educators, 
thus making a relatively unexplored link between LTI and language teacher educator identity 
(LTEI). The teacher educators are experienced English teachers who are also students in a doc-
toral programme at a university in Colombia. Informed by what I see to be the most recent 
and current trends in LTI research, I conclude the chapter by suggesting directions for future 
research in the field.

Language teacher identity as an emergent field

As an English teacher and teacher educator I have always been interested in language teacher 
identity, both my own and of the teachers I work with. This interest became more focused 
when I began to explore through narrative inquiry the developing LTI of a pre-service English 
teacher who was a student in one of my graduate classes (see Barkhuizen, 2010, 2016). Doing so 
required me to search for relevant literature to inform my work. I came across two highly cited 
articles. One of these, reporting on one of the first studies to address English teachers’ identities 
explicitly, was by Duff and Uchida (1997). Their 6-month ethnographic study investigated the 
identities of four teachers working in an EFL programme at a private educational institution in 
Japan. The aim was to understand the teachers’ roles and identities as both language instructors 
and transmitters of (American) English culture(s). The researchers’ ethnography delves deeply 
into the construction and continuous negotiation of the teachers’ identities in close interrela-
tionship with the particular sociocultural context in which they practised, and they include their 
own researcher identities in their interpretations. They conclude by suggesting implications for 
teacher education: ‘a combination of biographical and contextual, practice-oriented reflection 
in ESL/EFL teacher education and in-service programs might enhance the development of 
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teachers’ cognitions with respect to their roles and their skills at negotiating these roles’ (Duff & 
Uchida, 1997: 477).

The other influential journal article, and one that I will refer to in more detail later, is Var-
ghese, Morgan, Johnston and Johnson (2005). Their article is the first to ask questions about 
theorising LTI. They do so by summarising three studies, each framed by a different theoretical 
perspective – social identity theory, situated learning and communities of practice, and a post-
structural view of identity as image-text – and then undertaking a ‘dialogue across paradigms’ 
(p. 24) to illustrate commonalities and differences and to make the point that ‘an openness 
to multiple theoretical possibilities, and more particularly a juxtaposition of those possibilities, 
allows us to keep in mind the complexity of what we are studying’ (p. 38). They also state in the 
article that LTI is an emerging subject of interest in research on language teacher education and 
teacher development.

I would argue that LTI has now emerged as a legitimate field of interest and inquiry, and 
there is plenty of evidence to support this claim. In recent years almost every major applied 
linguistics or TESOL conference I have attended has included on the programme presenta-
tions that explicitly cover LTI. In the past ten years I have seen numerous graduate theses and 
dissertations appear (e.g., Castañeda, 2011; Jackson, 2015). I am aware of two edited books that 
deal exclusively with LTI, Advances and Trends In Language Teacher Identity Research (Cheung et al., 
2015) and Reflections on Language Teacher Identity Research (Barkhuizen, 2017a), and a number of 
book-length studies, for example, Language Teacher Identities: Co-Constructing Discourse and Com-
munity (Clarke, 2008) and English Language Teachers on the Discursive Faultlines: Identities, Ideologies 
and Pedagogies (Menard-Warwick, 2014). Gray and Morton’s (2018) monograph, Social Interaction 
and English Language Teacher Identity, provides a very readable and extensive coverage of the LTI 
field as a whole, both theoretically and methodologically, although the focus in their data-driven 
chapters is very much on the examination of social interaction in various language teaching 
contexts. And finally, English teacher identity studies and commentaries are scattered across the 
full range of journals regularly consulted by those working in TESOL, applied linguistics and 
language (teacher) education more generally.

So, there is plenty of evidence to show that scholars are engaging with LTI in English teacher 
education research. Why is this so? Varghese et al. (2005) remind us that perceptions of teach-
ers as technicians who implement methods assigned by others have changed to one of teachers 
being viewed as thinking individuals who play a significant role in what happens in the class-
room. Consequently, it became evident that the ‘the teacher’s whole identity was at play in the 
classroom’ (p. 22). Who they are and how they become that way, and how that relates to what 
they do in classrooms, therefore, needed to be explored.

Defining exactly what LTI is, however, is not easy to do. Of the many definitions encoun-
tered in the literature, none appears to be completely satisfactory on its own. On reading these 
definitions, one can immediately think of something to add or delete or change in some way, 
for a number of reasons. First, LTI is a very broad concept. There are so many dimensions to 
what we do as English teachers. How is it possible to capture them all in a single definition? 
One of the more obvious dimensions, for example, is the variety of roles and associated func-
tions that teachers perform in their relational work with others (see, for example, Xu, 2014, on 
becoming a teacher researcher, and Martel, 2017, on teachers as innovators). Another is teach-
ers’ beliefs and more generally their theories of language teaching (Kalaja et al., 2015). A related 
dimension is a teacher’s moral stance. Morgan and Clarke (2011) comment, for instance, that 
the turn towards value-oriented, moral, and ethical dimensions is ‘perhaps the most significant 
development in language teacher identity research’ (p. 825). Closely tied to teacher beliefs and 
the moral dimension of LTI are teacher emotions. Barcelos (2015) reviews research and scholarly 
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discussion in the fields of psychology, education and applied linguistics and concludes that little 
is known about the interrelationships among identity, beliefs and emotions in language teaching 
(see also Song, 2016). Wolff and De Costa (2017) have recently made the same claim about the 
intersection of strategies, emotion, and identity. Perhaps the most obvious connection with LTI is 
teachers’ former experiences and their histories, which refer to their experiences of language learn-
ing (Benson, 2017), becoming and being a language teacher (Ruohotie-Lyhty & Moate, 2016; 
Trent, 2012), and their imagined experiences of language teaching in other (future) contexts 
(Barkhuizen, 2016; Pavlenko, 2003). Another facet is the actual practice of teaching, what teach-
ers do as teachers – how they perform their roles in sociocultural contexts (Lee, 2013; Yuan & 
Burns, 2017). During the social process of practice, identities are negotiated and constructed in 
interaction with others – teachers, learners, managers. Teachers also interact with non-human 
objects in physical places, such as technological hardware and furniture in classrooms. As Porter 
and Tanghe (2016) put it, they are ‘emplaced’ in ecological spaces: ‘an emplaced identity refers to 
relations between material settings, objects, and spaces, with particular respect to the ways they 
contribute to experiences of the self ’ (p. 773).

Another reason why LTI is difficult to define is that those interpreting the definitions come 
from a range of very different contexts, and thus any single definition will fall short of what they 
expect to find or what is currently applicable to their work. Teachers might possibly be looking 
for something quite different from academic researchers, and teacher educators might interpret a 
definition differently from graduate students searching for a dissertation topic. In addition, each 
of these categories is constitutively very diverse, and so it is unlikely that a satisfactory interpreta-
tion will be reached. Nevertheless, definitions abound and we use and re-shape them to inform 
our research and our work as teacher educators. A definition, of course, is not a theory, but it 
does represent a theoretical stance, of which there are many in LTI.

Conceptualising LTI

In a recent commentary by Varghese (2017), she first reiterates the argument from her co-
authored 2005 article (Varghese et al., 2005) that ‘any one theory limits one’s perspective on lan-
guage teacher identity, its formation, and its contexts’ (p. 38), and that it is preferable to remain 
open to other theoretical possibilities not only to remind us how complex LTI actually is but 
to promote further exploration of the construct. She then goes on to re-state two theoretical 
positions that have dominated thinking about LTI in recent years. One of these is identity-in-
practice, which refers to the close association between who teachers are and the work they do 
as members of particular groups: ‘language teacher identity is seen to be constituted by the 
practices in relation to a group and the process of individual identification or nonidentification 
with the group’ (Varghese et al., 2005: 39). In other words, teachers see themselves, as do others, 
as belonging to a professional group recognizable as language teachers.

Closely aligned with the idea of identification within groups is the now familiar concept 
of community of practice (Wenger, 1998), which emphasises identity formation as the negotia-
tion of meanings while participating and engaging with others within a social configuration. 
A community of practice framework has been taken up with enthusiasm in LTI research. It was 
employed by Tsui (2007), for example, to examine the lived experiences of an EFL teacher in 
China. Tsui examined the construction of the teacher’s multiple identities over a 6-year period, 
particularly that of a communicative language teaching (CLT) teacher, within the contexts of his 
institutional and personal experiences. Further examples include Trent’s (2012) study of the dis-
cursive positioning of native-speaking English teachers in Hong Kong primary and secondary 
schools, and Liu and Xu’s (2013) study of the learning trajectory of an English teacher and her 
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associated identity changes during the process of pedagogical reform in the academic depart-
ment of a Chinese university.

In Morgan’s (2004) notion of identity-as-pedagogy, teachers’ identities are understood to be a 
form of pedagogy; that is, their identities are pedagogical resources, intertextually interwoven 
within lessons (Morgan, 2017). As such, argues Morgan (2017: 206), they are ‘a key source of 
agency for social change’. With an emphasis on the negotiation of identities within institutional 
discourses and the performance of a transformative pedagogical agenda, the link between iden-
tity and practice takes a decidedly post-structural turn. Zheng (2017) effectively draws on an 
identity-as-pedagogy perspective to frame her study of the practices of two international teach-
ing assistants at a US university. She found that through reflection on and subsequent awareness 
of their translingual identities as resources they began to understand the link between identity 
and pedagogy. Only then were they able to utilize these identities to benefit both themselves 
and their diverse groups of students. Relatedly, Golombek (2017) adopts identity-in-activity to 
characterise her ideas about LTI and also to inform her practice as a language teacher educator. 
Identity-in-activity is grounded in Vygotskian sociocultural theory, uniting the ‘many dichoto-
mies so central to a sociocultural theoretical perspective, for example, the personal and social, the 
ideal (in the mind) and the concrete (in activity), and the diachronic and synchronic’ (p. 154).

Varghese (2017) continues her commentary by locating identity-in-discourse firmly within a 
poststructural paradigm. In identity-in-discourse, identity is discursively constructed and thus 
‘agency is discursively constituted, mainly through language’ (Varghese et al., 2005: 39). There 
could therefore be no singular definition of language teacher identity. Instead identities ‘would 
vary according to the context and the set of power relations as well as the discourses available to 
the individual teachers and a community or network of teachers in that particular context’ (Var-
ghese, 2017: 46). As an example, Higgins and Ponte (2017) use Gee’s (2000) four ways to view 
identity (nature-identity, institution-identity, discourse-identity, affinity-identity) as a framework 
to investigate the identities of a group of elementary school teachers who participated in a 
professional development project on multilingual language learners. Through analysing class-
room observations, interviews, assignments and WebCT posts, they show how the teachers’ 
own linguistic histories shaped both their views about multilingualism and their practice. Also 
significant in this study are its implications for language teacher education, demonstrating how 
identity, particularly reflection on identity, can become a valuable ingredient of professional 
development practices.

As a final example of a theoretical position on LTI, De Costa and Norton (2017) draw on 
the work of the Douglas Fir Group (2016) to propose an (all-encompassing) trans-disciplinarity 
approach to LTI. Their ideas are spelled out in the introductory article of a special issue of 
The Modern Language Journal (2016), which includes six contributions that cover topics such as 
how teacher identity intersects with the multilingual and translingual realities of contemporary 
classrooms, the investment of teachers in developing the semiotic repertoires of learners and a 
socially inclusive learning environment, and the emotions and ethical practices of teachers. Fol-
lowing a trans-disciplinarity agenda, and drawing on a range of different theories in conceptu-
alising LTI, the studies take into account the highly inter-related macro, meso, and micro level 
dimensions of language teaching and learning. Respectively, these refer to ideological structures 
at the societal level, sociocultural institutions and communities, and social activity in micro 
spaces such as classrooms (see Barkhuizen, 2008, 2017b, who suggested similar levels or scales 
of context from a narrative perspective; STORY, Story, and story). The issue as a whole makes an 
important and productive contribution to our understanding of LTI by extending, as De Costa 
and Norton (2017) note, ‘an important ongoing conversation about language teacher identity, 
transdisciplinarity, and social change’ (p. 11). They go on to add that ‘there is much evidence to 
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support the view that language teaching is indeed “identity work” and that language teaching is 
enhanced by effective teacher training, both inservice and preservice’ (p. 11).

In my edited book, Reflections on Language Teacher Identity Research (Barkhuizen, 2017a), I the-
matically analysed all the chapters, in which the 41 authors reflected on their perceptions of LTI 
in their area of scholarly expertise, to produce a composite conceptualisation of LTI – a broad 
‘definition’ that aimed to capture the various theoretical perspectives on LTI drawn from the 
ideas in the chapters, and which is arguably applicable beyond the scope of the book as well. 
This conceptualisation captures much of what I have presented above, and perhaps serves as a 
summary of the discussion (Barkhuizen (2017c)):

Language teacher identities (LTIs) are cognitive, social, emotional, ideological, and histori-
cal – they are both inside the teacher and outside in the social, material and technological 
world. LTIs are being and doing, feeling and imagining, and storying. They are struggle and 
harmony: they are contested and resisted, by self and others, and they are also accepted, 
acknowledged and valued, by self and others. They are core and peripheral, personal and 
professional, they are dynamic, multiple, and hybrid, and they are foregrounded and back-
grounded. And LTIs change, short-term and over time – discursively in social interaction 
with teacher educators, learners, teachers, administrators, and the wider community, and in 
material interaction with spaces, places and objects in classrooms, institutions, and online.

(p. 4)

I suggest in the book that my conceptualisation be interpreted variously from different theoreti-
cal perspectives as well as from different contextual realities (e.g., spaces where teacher educa-
tion and language teaching are practised). From one particular theoretical perspective or set of 
contextual realities certain facets of the definition may be more or less relevant, and from other 
perspectives and realities other facets may be so. Different arrangements of the facets – their 
intersections and salience – would also reflect different theoretical perspectives and contextual 
realities. The conceptualisation, therefore, welcomes relative, situated reflection, interpretation, 
development and use by teachers and researchers.

Language teacher educator identity

This section considers some of the facets of the LTI conceptualisation described above with ref-
erence to data extracted from interviews conducted with English teacher educators, thus making 
a relatively unexplored link between LTI and LTEI. The teacher educators are experienced Eng-
lish teachers who are also students on a doctoral programme at a public university in Colombia. 
The interviews were conducted after their first year in the programme, and covered topics 
to do with their own English learning, their education, teacher preparation and experience, 
and their transition to becoming teacher educators. The aim of the study was to explore their 
developing identity as language teacher educators, particularly how it intersects with emotion 
and moral stance. To frame my brief commentary on the extracts, I draw on a narrative inquiry 
(Hacker, 2008) that examined the nature of language teacher educator learning (LTEL); that is, 
the experience of learning to become a language teacher educator in the particular contexts in 
which the learning takes place. The focus of Hacker’s study was on learning, but in my view it has 
significant implications for language teacher educator identity. Drawing on the experiences of 15 
language teacher educators working in New Zealand, Hacker inductively developed a concep-
tual framework of LTEL, with its core being a number of learning dimensions, which she calls 
the framework’s substance. Hacker identifies a number of learning dimensions, the most salient 
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being teachers, teaching, professional position, and currency. These dimensions apply to the learning 
of teacher educators, but it is very easy to see how they can equally apply to their identities, as 
I hope the following discussion makes clear.

Teachers and teaching

Teachers is the dimension concerned with language teacher educators’ experiences ‘relating to 
the people they teach or in some way assist to develop as promoters of language learning, 
and who are often referred to by the educators as their students’ (Hacker, 2008: 140). As the 
LTI conceptualisation indicates, identities are discursively constructed and negotiated in social 
interaction with others, and for teacher educators the teachers they work with are their main 
contacts. Their relationship primarily involves the dimension of teaching, which is concerned 
with language teacher educators’ experiences ‘relating to any aspect of their own teaching in 
their work as language teacher educators in their contexts of practice’ (Hacker, 2008: 139). In 
the following extract, the teachers and teaching dimensions are most salient, although there is also 
evidence of the professional position and currency dimensions as well, which is to be expected since 
all four are highly inter-related.

The teacher educator, Maria, is a very experienced teacher (about 25 years), having taught 
English from primary school level to university, often at the same time. She is currently a pre-
service English teacher educator at a university. In this extract, she tells of an activity in which 
her students wrote autobiographical accounts of their English learning history, and her subse-
quent realisation that what they do together in the classroom may not be what they expect or 
want. She reflects on the implications of this finding for the class, her teaching, and the teacher 
education programme more generally.

Extract 35.1

1. well it’s related to that subject that I told you
2. the one I’m teaching language society and culture
3. I started to ask my students to write their autobiographies as English learners
4. and I found very interesting issues about their life
5. which is very very interesting
6. and I thought ‘okay this could be part of my research project at the doctorate 

programme’
7. and I find it very interesting
8. because first I found that it’s a good opportunity to know my students better
9. and probably to make a contribution to the teacher education programme

10. in terms of giving the programme the opportunity to see what the students are really 
doing

11. what they are investing this investing in
12. because we give them the programme but
13. and we usually feel that that programme is okay
14. and we don’t really ask ‘is this what they really want
15. are they happy with what we are giving them
16. what are they expecting’
17. we don’t know
18. we just assume that everything is okay
19. but in these autobiographies I found some aspects that are very interesting
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20. and I see that sometimes the students are in your classroom
21. but they are not there
22. they have to be there
23. but they are not there
24. they want they are just like there because they have to
25. but what they are really doing outside the classroom is more interesting for them
26. than what they are doing in the classroom
27. I found that for example they think that in the classes the teachers are just using their 

board and teaching grammar
28. and doing things they say they have to do as future teachers
29. but it contradicts what they are teaching
30. and outside the classroom they for example enrol in paths where they can interact with 

native speakers
31. and in that way they improve their speaking skills
32. they use technology
33. they join online communities
34. and exchange written dialogues
35. and they speak as well
36. they read a lot
37. and I say ‘wow this definitively has to do with something that we have to change in 

our classrooms’
38. and they say they learn more in that way
39. than what they do in class
40. and I said ‘well probably probably’

Multiple identities emerge in this story. Most obvious is Maria’s teacher educator identity 
(‘I’m teaching’, line 2). This is a story about her experience of working with pre-service teachers 
in the classroom, and through their practice together (i.e., the autobiography writing activity, 
line 3), getting ‘to know my students better’ (line 8). The key message she learns is that ‘students 
are in your classroom/ but they are not there’ (lines 20–21), meaning that they are physically 
in the classroom (‘they are just like there because they have to’, line 24) but are not engaged or 
invested in what is happening in the classroom. Maria points out that ‘what they are really doing 
outside the classroom is more interesting for them’ (line 25) than traditional methods whereby 
‘teachers are just using their board and teaching grammar’ (line 27). Talking generally, Maria says 
that teacher educators, probably including herself, prepare the pre-service teachers to do ‘things 
they say they have to do as future teachers’ (line 28), but this contradicts the image the pre-
service teachers have of their future selves. In addition, they may learn more by using technology 
and joining online communities (lines 32–33), for example, ‘than what they do in class’ (line 39). 
This raises questions for Maria regarding the students’ learning, and there may be implications 
for the institution’s ‘teacher education programme’ as well (line 9). These revelations unsettle 
somewhat Maria’s teacher educator identity (‘well probably probably’, line 40) – her current 
teaching practice is threatened and as a result she contemplates other pedagogical possibilities. 
The identity dimensions teachers and teaching are foregrounded in Maria’s story. Almost every-
thing that happens in what she tells and reflects on involves her teaching and the pre-service 
teachers in her class. She does make reference though to her other identities; that of a PhD 
student and a researcher, the latter often associated with a teacher educator identity (Murray & 
Male, 2005). She considers using English learner autobiographies in her ‘research project at the 
doctorate programme’ (line 6), the topic of which she has still to determine.
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Professional position and currency

In the following extract, the focus is on the professional position and currency dimensions, though, 
once again, teachers and teaching are also inter-related constituent dimensions in the teacher edu-
cator’s identity. The professional position dimension is concerned with language teacher educators’ 
experiences relating to their particular formal job descriptions: ‘This involves the activities and 
requirements that educators are recommended or expected to engage in, perform and meet 
in their professional positions in their contexts of practice’ (Hacker, 2008: 139). Aligned with 
these positions are particular roles and functions, and the positions are usually clearly visible to 
others in the workplace. By currency Hacker (2008) means language teacher educators’ experi-
ences relating to ‘the most recent information available in the fields in which they have interests 
or responsibilities as language teacher educators’ (p. 140). This may relate practically and/or 
theoretically to their teaching practice or research, or to other involvements they have in their 
capacity as language teacher educators, such as leaders or curriculum developers.

Carmen began teaching at an English language institute while she was still an undergraduate 
student. Immediately after graduating she got a job teaching at a primary school, followed by a 
short stint teaching Spanish in Asia. She returned to Colombia to the English institute and at the 
same time took up a position at a university where she now works. In this extract she reports on 
the challenges she faces finding a permanent university position as a teacher educator because 
of her perceived lack of research activity and publications. This prompted her decision to study 
towards a PhD.

Extract 35.2

1. well they opened they opened some posts
2. and I would apply for it
3. but then they said that I was not prepared
4. I mean I was not prepared because I didn’t have research
5. because I didn’t have this and that
6. ‘because your only piece of research is the one that you did for your master’s degree’
7. and I was like ‘oh so I’m not enough
8. what I have done is not enough’
9. and so I said ‘oh’

10. so I was thinking ‘maybe I should study a PhD’
11. cause like having a master’s will never be enough
12. if I want to work in a full time position in a university
13. I am aware that I didn’t have time to carry out research
14. because like I was just able to work
15. like I was a language teacher despite I was
16. despite I was doing some training for teachers in action research and stuff
17. so when that happened I was like ‘I should do research then as well
18. I should move’
19. so I said ‘I’m going to do something
20. I’m going to do action research as well’
21. and so I started like ‘what could I do
22. what could I research’
23. and I said ‘well when I was a supervisor
24. teachers were not happy with the supervision system
25. and they would do things to comply’
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26. and so I prepared a small scale action research about peer coaching
27. [describes peer coaching]
28. as I told you I couldn’t get the position of full-time teacher at the university
29. and that was so disappointing for me
30. and I said ‘I have to study again
31. I have to come back to research
32. otherwise no university will accept me’
33. because they expect that you are like publishing many things
34. and they want you to
35. ‘how many articles have you published recently’
36. I wrote a letter of complaint to say ‘how come you are not looking at me as a teacher
37. I mean the fact that I am not publishing or researching
38. that does not mean that I am not a good teacher’
39. and so they replied ‘you don’t have much research experience’
40. and so I was like ‘so as soon as I can
41. as soon as I get a chance I will quit this job and then try to have a PhD programme’
42. cause I do want to become a full-time teacher somewhere right

Carmen’s story starts with a job application for an English teacher educator position at a 
university. However, her application was unsuccessful ‘because I didn’t have research’ (line 4). 
Like in many universities around the world, obtaining a full-time professional position as teacher 
educator requires research experience and a recognised publication record. Carmen has neither 
(‘I am not publishing or researching’, line 37), at least not to the extent required by the hiring 
institution. She does, however, have considerable experience as a language teacher (line 15), and 
in addition she ‘was doing some training for teachers in action research and stuff ’ (line 16). In 
this story, Carmen’s identity dilemma (Nelson, 2017) is reflected in her sarcastic outburst: ‘Oh 
so I’m not enough/ what I have done is not enough’ (lines 7–8). She knows she has adequate 
experience as an English teacher, which she foregrounds when telling the story, and some expe-
rience as a teacher trainer, but despite having done ‘a piece of research’ (line 6) for her master’s 
degree and a small-scale action research project (line 20), her researcher identity was contested 
by the hiring university. She did not meet the requirements for the professional position they 
wanted filled. Perhaps their concern has to do with currency; that is, Carmen not being up-to-
date with current developments in the field, which in their opinion research might have helped 
her achieve. Carmen formally complained about their decision (‘I wrote a letter of complaint’, 
line 36), declaring that even though she is not doing research it ‘does not mean I am not a good 
teacher’ (line 38). The university was not convinced, replying simply, ‘you do not have much 
research experience’ (line 39). In other words, the professional position they wanted filled required 
a researcher with adequate currency. To resolve this English teacher-teacher educator-researcher 
identity dilemma Carmen decides that the best course of action was to do a PhD (‘maybe 
I should study a PhD’, line 10). She realises that without the research experience and its associ-
ated symbolic capital ‘no university will accept me’ (line 32).

My brief commentary of Maria’s and Carmen’s interview extracts shows that Hacker’s (2008) 
teacher educator learning dimensions, teaching, teachers, professional position, and currency can be 
usefully applied to examining identity in language education, most evidently for teacher educa-
tors, but, I would argue, for teachers as well. The dimensions offer points of departure for reflec-
tion on LTI in teacher education programmes, for example, or for planning an LTI-focused 
research project. More specific research areas and topics are covered in the next section.
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Conclusion: topics and questions in LTI research

De Costa and Norton (2017) offer a three-way categorisation of the various theoretical posi-
tions with respect to LTI, namely, the ecological turn (a holistic approach to LTI within a com-
plex ecology at micro, meso, and macro levels), teacher socialisation and investment (situated LTI 
development over time), and teacher affect (how teachers manage their emotions in the work 
they do). In addition, identities-in-practice, identities-in-discourse, and identities-in-activity 
serve as useful meta-labels for organising how we think about LTI, and my own composite 
conceptualisation presented above gives a perhaps even more inclusive heuristic for theoreti-
cal – and research – possibilities. These various theoretical perspectives on LTI, together with the 
need to address issues in language teacher education, have spawned an extremely diverse range 
of research topics that have been investigated over the past two decades. Norton and De Costa 
(2018: 94) suggest three interrelated sets of questions that chart the scope of identity research in 
language learning and teaching, but which equally apply to LTI. The questions address, respec-
tively, social categories, social contexts, and research populations. To conclude this chapter, I pro-
vide a more comprehensive classification of current and potential research areas in LTI. I have 
arrived at this classification from my reading of the theoretical and empirical literature in the 
field of LTI, as well as an analysis of the ‘Directions for future research’ section which ended the 
chapters in my edited book, Reflections on Language Teacher Identity Research (Barkhuizen, 2017a). 
In these sections, authors were asked to look ahead to LTI-relevant research possibilities within 
their particular areas of expertise. My thematic analysis produced the following classification, 
which is by no means a definitive research agenda for LTI. Instead, it represents only one way of 
categorising the many topics that have currency in the field. For easy reference, the topic areas 
are captured in Figure 35.1. First six broad areas of LTI research describe the broad scope of 
current LTI research. For each of these topic areas, I provide two sample research questions taken 
from Barkhuizen (2017a) that suggest possible future research topics. Next, I list ten specific 
topic areas of LTI research, sub-categories of the six broad areas, and add to these a few topic 
suggestions of my own. Finally, seven new and emerging topic areas are proposed, with a short 
description of what these refer to.

Six broad areas of LTI research

1. LTI and pedagogy:

i. How do trends in pedagogy and practice affect language teachers’ identity, and what 
are the implications for language teacher education?

(Nunan, 2017)

ii. How do critical language teachers develop, alter, or rearrange their identities when 
they are confronted by ideological conflicts or other ethical challenges in the 
classroom?

(Kubota, 2017)

2. LTI in neoliberal times:

i. How are localised activity and institutional-level activity conditioned by the kind of 
economic regimes we live in?

(Block, 2017)
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ii. To what extent does the teacher educator encourage or allow for perspectives on the 
nation state – and on language teaching and learning – that facilitate critique or, con-
versely, reinforce the status quo?

(Morgan, 2017)

3. LTI and professional development and professionalism:

i. What are the outcomes of our doctoral programmes on the professional identities of 
our graduates?

(Donato, 2017)

ii. How do schools and peers define ‘collective teacher identities’ and how do these influ-
ence the extent to which teacher research takes place?

(Borg, 2017)

4. LTI in multilingual contexts:

i. What are the challenges in accommodating translingualism in academic writing and 
the role of multilingual teachers in facilitating this pedagogy?

(Canagarajah, 2017)

ii. How can L2 speakers be encouraged to see themselves as belonging to imagined com-
munities of L2 users while participating in a study abroad programme?

(Jackson, 2017)

5. Interplay between LTI and language learners:

i. What are language teachers’ understandings of how their own or their students’ 
language identities are produced in relation to such identity categories as race and 
nation?

(Motha, 2017)

ii. How do gender and age interact in the way students perceive their language teach-
ers? Are older/younger female instructors less respected than older/younger male 
instructors?

(Vandrick, 2017)

6. LTI in micro, meso and macro scales of context:

i. What motivates teachers to continue teaching amidst everyday occurrences of vio-
lence in conflict zones? What value do they feel an additional language has to their 
students in these situations?

(Hayes, 2017)

ii. How can we use the concept of LTI to advance our thinking through our roles in 
times of contestation, flux, and movement across borders?

(Leibowitz, 2017)
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Ten specific areas of LTI research

 1. Classroom practice and innovation:

i. introducing new textbook or blended learning, or creating new materials
ii. new forms of assessment imposed top-down

 2. NEST/NNEST identities:

i. theorising NEST/NNEST identities and debating related issues
ii. collective NEST/NNEST identities in a particular institution

 3. LTI dilemmas: competing and contesting LTIs

i. negotiating LTI categories (e.g., sexuality, gender, age, religious) in the workplace
ii. implementing policies and practices in multilingual contexts

 4. Teacher agency and transformative education

i. enabling (critical) agency in teacher education programmes
ii. developing teacher autonomy in the classroom and beyond

 5. Teaching young learners

i. meeting the challenges of constant change in early language education
ii. negotiating learner motivation and parent involvement

 6. LTI and languages other than English

i. resisting competing pressures from English in non-English medium higher education
ii. preparing teachers of other languages to teach in English dominant contexts

 7. Teacher status in society

i. perceptions of language teachers as professionals
ii. teachers’ power to transform schools and communities

 8. Teacher aspirations, visions and imagined LTI

i. relationship between teacher beliefs, emotions and imagined practices
ii. investing in language teaching and teacher education for self and learners

 9. Linguistic choices for teachers and learners
i. contesting linguistic standards in the curriculum, including assessment practices
ii. teacher awareness of local linguistic practices and implications for pedagogy

10. Ethical and moral dispositions

i. teacher emotions and empathy in super-diverse working contexts
ii. teacher commitment, workload and burnout

Seven new areas of LTI research

1. Materiality and new technologies: Materiality does not only refer to our relationships with 
objects and spaces in classrooms and schools, but to our connections with innovative digital 
technology, including social media. These new technologies have re-shaped the way we 
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conduct our language teaching, learning and teacher education, and how we connect to 
others globally. Teacher development occurs in times and spaces (e.g., the many webinars 
available through professional associations) quite different from just a few years ago.

2. Emotionality and beliefs: I’ve stated above that emotionality is receiving a lot of attention 
in LTI research, and interrelationships with beliefs and strategies are also being explored. 
There is much work to be done on this topic, especially if teacher learning is also to be 
taken into account.

3. Teachers’ language learning histories and teaching practice: Not enough attention has been paid to 
the language learning experiences of language teachers, and how they relate to both their 
teaching practices and the development of their teacher identities. Often, such discussions 
are couched within NEST/NNEST debates (Ellis, 2016), but they could be considered 
more widely, and more seriously in my opinion.

4. Self and identity – cognitive and social: Conceptually, there is some confusion in the LTI field 
about how ‘self ’ and ‘identity’ differ, and discussions often take on a cognitive versus social 
viewpoint. Suggesting this as an area of research is not an attempt necessarily to clear the 
confusion, but to explore the intersection of the concepts productively and from multiple 
disciplines to gain a fuller understanding of LTI.

5. Collective LTIs: The prevalent identities-in-discourse perspective in LTI, and associated 
research methodologies such as narrative inquiry, mean that our main research focus is on 
individual teachers, within particular social contexts. But what about the other teachers in 
those contexts? How do they develop distinctive collective identities as a group? There is 
always the danger of essentialising and simplifying identities when ‘levelled out’ as group 
characteristics, but with cautions in place, it would be interesting to see how these col-
lective identities are formed and what impact they have on individual members of the 
collective.

6. LTI and raciolinguistics: This topic area addresses the interconnections among racial ideolo-
gies, language choices and use, and LTI. As Motha (2014) says, ‘In a discussion of Eng-
lish language teaching, it would be naïve to attend to teachers’ racial identities without 
addressing their linguistic identities … they are actually inextricable one from the other’ 
(p. 499).

7. Language teacher educator identity: The stories of Maria and Carmen discussed in the previous 
section show that there are significant synergies between LTI and language teacher educa-
tor identity (LTEI). Many teacher educators continue to teach English at the same time, 
and it would be interesting to explore how these related identities are co-negotiated – how 
they are or become similar and different. But there are other educators who do not teach 
language, and some who have not even been in a classroom for years.

Kanno and Stuart (2011) claim that even though LTI has been part of research and 
debates on language education it ‘rarely takes center stage’ (p. 250). I would add that LTI is 
currently only loosely aligned with English teacher education policies and practices. I do 
believe, however, that with the recent and ongoing LTI research contributions evident in 
the field of English language teaching and learning, this situation will change. The broad 
array of research topics outlined above, and the many examples of already published research 
presented in this chapter, indicate that LTI as a topic of interest is thriving and that its con-
tributions to our understanding and practice of English language teacher education will 
continue to grow.
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Introduction

Teachers face many challenges and demands throughout their professional lives. Taking a proac-
tive approach to continuing professional development (CPD) can help teachers deal with and 
find solutions to these challenges. Options for teachers to take control of their CPD include 
attending in-service teacher training (INSETT) provided by institutions such as Ministries of 
Education at the national and regional level or individual schools at the local level. INSETTs 
are often one-off events and can range from short 1-hour workshops to training that lasts sev-
eral days. INSETTs usually come with systemic support and recognition and seem to be the 
most common and sometimes the only avenue to CPD followed by teachers, though there 
are many other ways and means of CPD which remain underexploited. While INSETTs that 
are well planned and designed can have a positive impact on teachers, research has shown that 
teachers also need access to other forms of regular, ongoing support in order to strengthen and 
make positive changes to their classroom practise (e.g. Cordingley et al., 2015; Gulamhussein, 
2013). As well as this, teachers who work in remote or rural areas may find it difficult to attend 
training workshops that are held outside of their communities in far off locations due to family 
commitments or travel and accommodation costs etc. For these reasons, teachers may consider 
alternative ways of working together with other teachers for their professional development – by 
joining or forming a network with other teachers.

Networks can be established as top down initiatives set up by organisations at different 
levels in an education system from Ministries of Education as part of their teacher develop-
ment strategy, to universities and schools. Networks can also be bottom up initiatives set up 
by teachers themselves. They can exist in different forms such as formal, organised teachers’ 
associations to informal teacher clubs to online social media groups for teachers. They can 
be large networks with member teachers spanning districts, countries or internationally 
across the world. They can also be small, consisting of a handful of teachers from the same 
village or town. The aim of each different network though is similar: to create a community 
to support teachers and encourage the sharing of knowledge through collaboration in order 
to enhance students’ learning experiences and quality in the classroom. In this chapter we 
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will explore four different kinds of teacher networks that teachers can become involved in. 
These include:

• teacher associations
• teacher clubs
• teacher activity groups
• online communities of practice on platforms such as Facebook and WhatsApp groups.

In this chapter we will discuss each of these using examples from teacher development initia-
tives in India. We will outline what they are, how they are being used by teachers in practice, the 
benefits of joining these networks, as well as the opportunities, issues and challenges different 
stakeholders may face in integrating them into teachers’ own professional development.

Teacher associations

Professional associations of teachers of English can be found in most countries of the world. 
IATEFL and TESOL, the two leading global affiliating associations, together list around 150 
English teacher associations (TAs) spread over all continents. It is, however, interesting to note 
that the history of English teacher associations does not date back very long with the earliest 
associations coming into existence about 60 years ago. There has been a remarkable increase in 
the number of TAs and also in their membership in the past 25 years. This is largely linked to the 
rise of English as a significant economic and development contributor as the process of globali-
sation started taking the world in its stride (Phillipson, 2009). As more and more countries went 
for an early introduction of English, for English as a medium of instruction and for English across 
curriculums, there was a massive rise in the numbers of learners, and consequently teachers, of 
English in a short span. Amid the huge challenges of producing materials, equipping teach-
ers, building resources and so on, TAs started emerging as an important source of professional 
networking, learning and exchange within and across countries. In the past two decades there 
has been a significant rise in collaborations and interactions among TAs of different countries. 
For example, IATEFL and TESOL have begun to organise joint web conferences, while TAs 
in India, Nepal, Bangladesh, Sri Lanka and Pakistan have formed an informal regional network 
to exchange experiences and expertise and to support each other’s international conferences.

Teacher associations – a profile

TAs are more formal organisations, usually with written rules of functioning, a management 
and/or leadership structure, stated membership criteria and privileges, and a range of activities 
related to its goals and objectives, which may not be always explicitly stated. There are associa-
tions small and large, some with a handful of members covering a small town or a district and 
some others with a few thousand members covering several countries. It is useful to distinguish 
between teachers’ unions and associations, though sometimes organisations may possess mixed 
characteristics of both. Teacher unions are normally broader organisations, catering to teachers 
in general, while associations are normally subject-specific, catering to the teachers of particular 
subjects. Unions aim at protecting teachers’ professional rights and engage in activities like lob-
bying, advocacy, agitations and opinion mobilisation. Associations are more academically ori-
ented, strive for teachers’ professional development, tend to be more close-knit and focused on 
the subject domain, and engage in activities like conferences, seminars, publication, projects and 
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research (see Lamb 2012 for a useful discussion of types of teacher associations). Though there 
is little research on types or trends of TA activities, the typical activities of teacher associations 
seem to include the following:

• Conferences, seminars and workshops
• Newsletters
• Publications
• Special Interest Groups and discussion forums
• Information dissemination about CPD opportunities

(Aubrey and Coombe, 2010; Borg, 2015a; Padwad and Dixit, 2015)

Seminars and conferences seem to be a common and central activity of many TAs. However, 
some TAs also organise a range of short- and long-term activities that aim at targeted profes-
sional development and capacity building of teachers (Odhiambo and Nganyi, 2007; Kolesnik-
ova, 2011; Rixon and Smith, 2017). For example, both IATEFL and TESOL run programmes 
to help affiliated TAs to improve leadership and organisational management of their members. 
They also support TAs and/or teachers to undertake projects based on locally relevant issues. 
TESOL and IATEFL support online courses and webinars, where teachers can pick up knowl-
edge and skills in specific areas. Many TAs in Europe and East Asia have their own online courses 
for teachers or support members to join those organised by others. AINET (India) runs rounds 
of a teacher research initiative in which it helps teachers undertake classroom-based research 
over a year and then present studies at its conferences.

Contribution to CPD

Lamb (2012: 287) calls TAs ‘empowering spaces for professional networks’, one aspect of which 
is their nature as collaborative communities of practitioners. This sense of community is particu-
larly strengthened through the large-scale events like conferences, where teachers get to connect 
with old and new peers, fostering ‘the feeling of belonging to a group that shares your passion, 
the knowledge we get from presentations, and interacting with our peers and experts in the 
field’ (Malupa-Kim, 2011). They also offer a good forum for sharing of experiences, ideas and 
resources. In larger associations this kind of sharing happens across a great diversity of contexts 
of members, thus offering rich experience and exposure (Borg, 2015a). TAs are often the chief 
source of information for many members about the latest developments in the field, about new 
policies or technological advances and about interesting practices elsewhere. Participation in the 
activities and events of TAs offers useful opportunities to members to play different roles like 
presenters, researchers and writers or even learn bits of organisational planning and manage-
ment. TAs also contribute to boosting networking among teachers, and foster small informal 
teacher development groups (Alacantara, 2010; Arega, 2012, Gnawali, 2016).

Opportunities and challenges

There is a range of opportunities and challenges TAs face in the present times. Thanks to the 
ICT revolution, it is now cheaper and faster for TAs to communicate and network with their 
members and other TAs. It is also easier to extend their reach to distant areas and engage mem-
bers from large geographical regions. Online tools of meeting, conferencing and sharing offer 
an opportunity of reaching more people quickly and cheaply. They also offer powerful means of 
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bringing global content to TA members, as also of actively engaging with the worldwide ELT 
community. Running a TA or collaborating with TAs from other countries is now relatively 
easier and cheaper. There is also greater awareness among ELT practitioners about TAs and their 
roles.

In this scenario, one challenge for TAs is to develop new kinds of services and products 
on the one hand and modify their visions and management strategies on the other. With the 
rapid proliferation of internet and smartphones, TAs need to develop online ways – especially 
smartphone-based – of, for example, sharing information, enrolling members and publishing 
newsletters, and holding events and activities. Change in vision and management is needed, 
for example, to encash opportunities of expansion offered by social media, particularly through 
virtual communities, which may potentially change the very nature of a TA.

Another key challenge for most TAs is to increase their reach and membership. As a general 
trend across countries, only a tiny percentage of English teachers actually join any TA. While 
the gains to be made from TA membership are fairly obvious and the numbers of attendees at 
TA events are often large, it is intriguing why membership figures are low. Costs of joining, low 
awareness about TAs, a feeling of limited relevance of TA activities to one’s needs, etc. may be 
cited as possible reasons. Teachers may also need support to benefit from TAs, such as leave and/
or financial assistance from schools to attend conferences, recognition of (voluntary) TA work 
as professionally valuable, encouragement to organise and/or participate in TA events at local 
levels, and so on.

English teacher clubs

If TAs are large and loose communities of teachers spread over larger geographical area, Eng-
lish teacher clubs (ETCs) tend to be small and close-knit groups of teachers typically from 
the same town or locality. Though Allwright (1991) prefers to call such small groups teachers’ 
micro-associations, there are some essential differences between ETCs and TAs as discussed 
below.

Examples of ETCs are found in many parts of the world with different degrees of function-
ality, reach and impact. Anecdotal evidence suggests that there exist numerous ETCs in many 
countries with a wide diversity of composition, characteristics and ways of functioning, but 
there is little information publicly available about them. Among the more successful and recent 
examples are Bhandara and Sewagram English Teachers’ Clubs (BETC & SETC) operating in 
Maharashtra in central India (Padwad, 2005; Padwad & Dixit, 2015), while some older examples 
(under different labels) from other parts of the world include the Chia-Yi Study Group in Tai-
wan (Huang, 2007), LEADS group in the US (Shwartz-McCotter, 2001) and teacher develop-
ment groups in Kenya (Moon & Wanjohi, 2000). Research into the functioning and impact of 
ETCs is still limited, though, in addition to above, studies like Little (2003), Dixit (2007) and Sen 
(2007) have attempted to explore teacher development groups.

What are ETCs?

The word ‘club’ is highly indicative of the nature of most English teacher clubs (ETCs), which 
are typically small close-knit groups of teachers, characterised by friendliness, informality, flex-
ibility, an absence of hierarchy, and a mixture of amateur and professional interests. They are 
essentially voluntary groups of teachers coming together to help each other address their con-
cerns and improve their own selves as teachers. Though examples like BETC, SETC, Chia-Yi 
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Group or LEADS show that ETCs come in different forms and types, they seem to have the 
following in common:

• They usually emerge ‘bottom-up’, out of the efforts and felt needs of members to come 
together. Though in rare cases an external mandate or prescription may work as a trigger, 
these clubs are built on voluntarism of members.

• They are normally small-scale, informal and non-hierarchical. They also tend to cover a 
small geographical area, as the close proximity of members fosters regular face-to-face 
meetings and interaction. Chia-Yi Group members were from the same school, and BETC 
or SETC members from the same towns.

• They are self-managed, with members taking decisions and responsibility for acting on 
them. There is also a sense of collective ownership among members.

• Most of their activities revolve around the particular needs of their members, and thus tend to 
be more relevant and purposeful. Activities like English speaking sessions and meeting native 
speakers (Huang, 2007) or workshops on grammar and collective study of examination papers 
(Padwad, 2005) are indicative of how specific localised needs drive the activities of ETCs.

• The most prominent mode of operation in ETCs is talking. Sharing of feelings and con-
cerns, exchanging ideas and experiences, supporting with suggestions and advice are the 
essence of the co-existence and take a large amount of time and space in ETCs.

• There is usually a mixture of the personal and the professional; members’ sharing, interaction 
and mutual support relate to both personal and professional concerns and needs. As bonding 
within the group increases, members are also found to discuss, for example, financial problems, 
family affairs or children’s behaviour (BETC meetings: personal notes, Padwad 2006–2016).

What do ETCs members do?

One of the most important activities of ETCs is the frequent meetings and sharing among the 
members. Meetings are often not very structured and agenda-driven, yet they are valued by mem-
bers as opportunities of sharing and mutual support. Some of the common objectives of joining an 
ETC are improving one’s own English (speaking) proficiency, finding solutions to practical class-
room problems and improving one’s teaching. Activities are related to these needs, which in course 
of time may expand to include classroom experimentation and research, conference presentations, 
publication and developing as trainers and mentors. A representative list of common ETCs activi-
ties will include periodic face-to-face meetings, English speaking activities for members, sessions 
by ‘experts’ on specific teaching concerns (e.g. teaching of essay writing skills), visits (to ELT 
institutes, other schools, language labs, etc), attending and presenting at ELT events, networking 
with other ELT groups and associations and undertaking (online) courses for self-development.

Contribution of ETCs to CPD

Perhaps the most distinctive contribution of ETCs to their members’ CPD is facilitating per-
sonalisation and individualisation of CPD, which is not possible in other large-scale avenues 
like INSET workshops or conferences. When a young primary teacher says ‘I had no chance to 
talk about my little problems and worries before. I can do so now and it’s very helpful’ (Pad-
wad, 2005: 20), she apparently points at the scope ETCs offer to get her individual concerns 
addressed. ETCs help members to evolve their personal understanding of CPD, identify their 
own CPD goals, work out personal action plans and also carry them out with the support of 
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peers. ETCs seem to effectively cater to the diversity of individual notions of and expectations 
from CPD, and individual ways of working towards it. For instance, BETC and SETC members 
had various CPD goals ranging from improving their English to becoming conference present-
ers (which kept changing over time) (Padwad & Dixit, 2015), while LEADS members wished 
to address individual issues of social justice in their classrooms (Shwarz-McCotter, 2001). In 
their collaborative groups they were able to understand and work towards these individual goals.

The activities which ETCs members engage in amount to various kinds of professional learn-
ing – language enhancement (e.g. English speaking sessions, grammar workshops), improving peda-
gogic content knowledge (collective study sessions) and skills (how-to-teach workshops, classroom 
experiments), learning new roles (materials designer, classroom researcher, conference presenter), 
deeper understanding of one’s context (constant reviewing and critiquing of experiences) and 
many others. Since they usually emerge from concrete practical issues and concerns, they bring 
back immediate contribution to and impact on members’ thinking and action as teachers. The 
activities and experiences in ETCs represent a process of ‘accumulating skills, professional knowl-
edge, values and personal qualities’, which is not ‘externally mandated or manipulated but built on 
individual motivation, initiative and efforts’ (Vonk, 1991, in Mushayikwa and Lubben, 2009: 375).

ETCs membership has been found to promote a sense of autonomy and agency in members 
(Padwad & Dixit, 2008; Sen, 2007; Dixit, 2007). This is manifested in members’ recognising that 
not all of their problems are immutable, that there is scope for some action even within a highly 
prescriptive system and that they have some competence and potential to take such action. In a 
comparative study (Padwad & Dixit, 2008) ETCs members were found to be more positive than 
non-members about their difficulties, and more willing to work with or work around them.

ETCs also offer a psychologically safe environment where members can talk freely about 
their concerns, be ready to expose their weaknesses, try out different possibilities and risk fail-
ure. Whether trying to speak in English or sharing about a failed experiment in the classroom, 
one thing members’ may not worry about in ETCs is the loss of face, a risk which they may 
encounter when trying to do these things elsewhere. There is a sense of reassurance in being 
with sympathetic peers who are ready to listen and share experiences of similar challenges and 
difficulties, thus providing emotional and professional support. One important advantage here is 
that ‘[T]eachers address tough problems of teaching through exchange among members rather 
than being talked at by experts. […] Being a part of the discourse community assures teachers that 
their knowledge of their students and of schooling is respected’ (Lieberman & McLaughlin, 1992: 
674). Sharing in a trustful environment is empowering, as ‘the time to tell these stories and share 
narratives, the chance to “unload” which is weighing on us, is a form of support in itself ’ (McCot-
ter, 2001: 693). The affective safety and reassurance also stem from the fact that members usually 
belong to a common context and hence share common experiences, understanding, concerns 
and contextual knowledge. It is easier to interact and exchange, and to respond meaningfully.

Different kinds of gains, both personal and professional, have been reported from ETCs. 
The comparative study of members and non-members of ETCs mentioned above (Padwad & 
Dixit, 2008) showed how ETC members developed pragmatic attitudes and sense of agency 
in approaching common problems in their work. For example, while ETC members accepted 
large classes as a ‘bitter unavoidable reality’ and believed ‘whether one likes it or not, one has 
to handle the situation in one way or the other’, non-members dismissed them as a systemic 
problem about which they could do nothing: ‘the government deliberately gives maximum 
students to the classes and this creates problems.’ Several studies of teacher development groups 
like ETCs point out how by belonging to these groups teachers gain confidence in themselves 
and their work, feel motivated to experiment, enhance their learning, get ideas and support to 
cope with challenges, develop a sense of autonomy, have more job satisfaction and come to join 
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larger professional communities (Huang, 2007; Lieberman, 2000; Lieberman & McLaughlin, 
1992; Padwad & Dixit, 2008, 2015; Sen, 2007; Shwartz-McCotter, 2001; Vesico et al., 2008).

Issues and challenges

One of the basic challenges in promoting ETCs is that there is still no clear views on how ETCs 
may be purposefully promoted. Two such attempts to deliberately launch ETCs in several places 
did not meet with much success (Padwad, 2005; Padwad & Dixit, 2009). So far, the successful 
examples like BETC and SETC seem to have emerged on their own. The understanding of 
what triggers the process, and which factors may ensure effective and sustainable ETCs, is still 
rudimentary at best. Thus, while it is easier to demonstrate the empowering impact of ETCs, it 
is difficult to provide any ‘recipe’ of how an ETC may be created.

For many of those ETCs already running, sustainability is a major issue. This involves many 
aspects like difficulties of management, shortage of resources, member burnout, having effective 
coordinators, identifying and implementing ever-new activities and sustaining member motiva-
tion at optimum levels.

Since ETCs members are practicing teachers, they need various kinds of support to engage 
in and benefit from their membership. They need support from their institutions, education 
authorities, policy provisions and even from the society around them, including their families. 
Usually, such support is available in a very limited way, if at all, which makes it quite challenging 
to sustain ETCs over a long period.

A special kind of support is needed in the form of recognition – both formal, as a valid form 
of CPD undertaking with attendant credits for career progression, and informal, as a meaningful 
and purposeful engagement worth spending time and energy on. In most cases, such recogni-
tion is missing, forcing teachers to entirely fall back on their personal time, money and resources 
and to keep their ETCs work away from their normal routines. Another interesting challenge is 
mentioned by Little (1989: 22 quoted in Grimmet & Crehan 1992), who feels that the assump-
tions behind the claimed benefits of collegiality in ETCs need to be critically examined. There 
is a particular danger of members confirming each other in their own practice, reinforcing each 
other’s beliefs and values without critically evaluating and modifying them, in the absence of 
meaningful reflection on and learning from their experiences.

Teacher activity groups

Teacher associations and teacher clubs, in their respective ways, can provide opportunities 
for teachers to access ongoing support through contact and interaction with other teachers. 
A recent innovation implemented in a government school teacher development programme in 
Maharashtra, India that aimed to provide this kind of ongoing professional development support 
for teachers was the establishment of Teacher Activity Groups (TAGs). In this section we will 
look at what TAGs are, how they have been used in a project in India and discuss the benefits, 
issues and challenges they present in teacher development projects.

What are TAGs?

TAGs are semi-structured meetings that focus on supporting teachers’ professional development. 
They are a place where teachers can discuss issues, ideas and experiences related to teaching and 
learning. They take place on a regular basis, e.g. once a month, and are attended by the same teach-
ers from the same locality. They are also formalised in that TAGs form a core part of a teacher 
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development programme that is running in an education system. This could be a project running at 
the school level or as part of a large-scale national project run by the government. During the TAG 
meeting, teachers take part in a series of activities using resources and materials that they have col-
lectively decided are most relevant to their needs. At the end of the TAG, the teachers choose one 
or two ideas from the TAG and make an action plan on how they will use these ideas in their own 
lessons before the next TAG meeting. After the TAG, the teachers put their action plan into practice 
and keep in touch with their TAG peers on a social media group such as Facebook or WhatsApp.

It may be useful here to make a comparison between TAGs and ETCs. Both are similar in 
the sense that they are small-size teacher development groups, cater to more localised needs and 
interests of their members and are largely self-managed by the members. However, there are some 
important differences between them. ETCs essentially emerge ‘from the bottom’ through some 
teachers’ voluntary initiative, while TAGs are promoted ‘from above’ with the active involvement 
and support of education authorities and have emerged out of the efforts to sustain and extend the 
impact of a large-scale teacher training project. They are formally recognised by the state education 
system and accounted for in the responsibilities of those involved, while ETCs are not. TAGs are a 
large-scale systemic intervention (about 750 groups in Maharashtra, India), while ETCs are small-
scale personal initiatives (about eight to ten ETCs in Maharashtra). At least in this initial phase of 
their existence, TAGs are more closely focused on effective curriculum delivery and follow uni-
form plans of action and modes of operation, while ETCs focus on the members’ varied needs and 
interests, keep changing their agendas and have diverse modes of operation.

TAGs in practice: The Tejas project in Maharashtra, India

Tejas, which roughly translates as ‘bright light’ in Hindi, is a 3-year teacher development and 
capacity building project for government primary school teachers in Maharashtra, India. It has 
been developed and delivered by the British Council in partnership with the Government of 
Maharashtra and Tata Trusts. The aims of these TAGs are to support primary school teachers to 
develop their English language skills and teaching competencies. In Maharashtra, cascade train-
ing has been the traditional approach to reaching the large number of teachers across the state. 
Tejas represents an alternative approach to providing professional development for teachers by 
establishing 750 TAGs across nine districts in the state. These TAGs have been set up by 250 TAG 
Coordinators who received training from the British Council to prepare them to manage and 
facilitate three TAGs each. Each TAG is attended by around 25 teachers who all live and teach in 
schools in the same area or cluster. The ongoing nature of TAGs enables the TAG Coordinators 
and teachers to establish professional communities of practice where trust and rapport can be 
developed over time. This is important for teachers who previously may have only had limited 
access to professional development through one off training events. As one teacher from a TAG 
in the city of Aurangabad said in an interview about her experience of TAGs,

At first teachers thought about whether they could understand English or not. But our 
TAG Coordinator said to us that you need to think that I can do anything whatever it is – 
we can speak in English, we can discuss in English. All the teachers discuss in English and 
all the teachers take part in the TAG meeting with enthusiasm.

What do teachers do during a TAG meeting?

In Tejas, TAG meetings are divided into the following several sections all of which are facilitated 
by a TAG Coordinator:
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1. Warmer/Review of the past month

During this stage the TAG Coordinator facilitates a group discussion where the teachers 
share what they have tried in the lessons over the past month and talk about any suc-
cesses and challenges they experienced.

2. Language development

The teachers work through English language practice worksheets and take part in short role 
play activities to help build their speaking fluency and confidence.

3. Learning by reading

The teachers read and discuss an article related to teaching. The articles the teachers read 
may include topics such as using stories, teaching English through songs, and meth-
ods and approaches to teaching different language skills to children. After reading the 
article, the TAG Coordinator facilitates discussion using guided questions to help the 
teachers reflect on the ideas in the article and relate it to their own contexts.

4. Learning by watching

In this section, the teachers watch a short video of a teacher teaching a lesson or part of 
a lesson. The teachers use a worksheet and guided discussion questions to help them 
reflect on the teaching ideas and techniques they saw in the video.

5. Reflection and action planning

Finally, the TAG Coordinator supports the teachers to discuss their reflections from the 
whole meeting and to complete an action plan on what ideas from the TAG meeting 
they will try in their lessons over the coming month.

For more information about TAGs in the Tejas project, watch this short video about the project: 
https://youtu.be/ao4AikxaIeo

Benefits of TAGs

There are many benefits of TAGs that relate to current research on what aspects of continuing 
professional development are likely to have an impact on teachers’ practice in the classroom (see 
for example Borg, 2015b; Cordingley et al., 2015; Walter & Briggs, 2012). They include

1. TAGs take place in the teachers’ own local area. This means teachers don’t have to travel far 
to attend the TAGs and meet other teachers. This makes TAGs more accessible to all teach-
ers to attend, particularly those who would find it difficult to travel and be away from their 
homes and family for extended periods of time.

2. TAGs are collaborative and over time create a shared purpose amongst the teachers as they 
begin to see each other as part of a network where they can share experiences and get support.

3. TAGs have the potential for reach and scale that make them suitable for large education 
systems.

4. As TAGs take place on a regular basis, they provide teachers with an ongoing form of CPD which 
helps them to get into a rhythm of focusing on the development of their teaching practice.

5. As teachers get into a rhythm of attending TAGs and focusing on their professional devel-
opment, the teacher development programme that initiated the TAGs is more likely to be 
sustainable as the TAGs can continue after the programme ends.

https://youtu.be
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Issues and challenges

Policy makers and those involved in running teacher development programmes may want to 
consider the following issues and challenges when considering implementing TAGs.

1. A cadre of TAG Coordinators who can effectively facilitate TAG meetings needs to be 
developed. These Coordinators need a lot of support to develop their facilitation skills such 
as building rapport, asking questions and demonstrating and encouraging active listening 
which support learning and reflection, guiding interaction and moderating discussions. This 
can help to ensure that TAGs do not turn into short training sessions.

2. Good infrastructure and resources need to be in place and available so that teachers are 
informed about the TAGs, know where to go to attend their TAG and have the necessary 
materials to use during the TAG.

3. Teachers need to be given time to develop their reflection skills. It’s important that TAG meet-
ings don’t just focus on teaching activities, but also include adequate time for reflection and 
action planning. On the Tejas project, for example, it was found in observations of TAGs that 
the Reflection and action planning stage was the shortest section of the TAG. For the ideas from 
the TAG to be transferred to the classroom, it’s important that teachers spend time reflecting, 
discussing and making action plans on how they will use the ideas from the TAG in their lessons.

4. A robust monitoring and evaluation system needs to be in place that captures data on how 
often TAGs take place, the materials the teachers use and find useful, and how the teachers 
are implementing the ideas from the TAG in their own lessons. A system that shares learn-
ing from each TAG with other TAGs can help connect, build up and connect teachers to 
teachers in other TAGs, which in turns strengthens their network of support.

Online networks and communities of practice (CoPs)

As computers and smartphones become more affordable, the number of people who can access 
the internet is increasing rapidly. According to the website www.internetworldstats.com, as of 30 
June 2017, there were over 3.8 billion internet users worldwide. Over 1.9 billion of these users 
are in Asia and 388 million were in Africa. According to the 2016 World Bank report ‘Digital 
Dividends’, the internet promotes development through inclusion, efficiency and innovation. This 
affects teachers positively in a variety of different ways. For example, as the costs of accessing infor-
mation reduce digitally, and the availability of the internet reaches communities even in remote 
rural locations across the world, inclusion increases as more teachers can become part of the global 
network of internet users and can gain access to information about teaching and learning. As 
teachers get online, the number of websites, blogs, videos, forums, social media groups for teachers 
increases. This increases efficiency and makes it easier for teachers no matter where they are in the 
world to connect, share their experiences and learn from each other. Finally, as the internet devel-
ops and new websites, apps and platforms become available, teachers can find innovative ways to 
find other teachers with similar interests to communicate, form groups with and develop networks. 
In this section we will explore different ways that teachers are communicating with each other 
online and building sustainable networks to support their professional development.

What is an online CoP?

‘Communities of practice are groups of people who share a concern or a passion for something they 
do and learn how to do it better as they interact regularly’ (Wenger-Trayner & Wenger-Treyner, 
2015). This idea of collaborative group learning has become prevalent in teacher education and 
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online CoPs are starting to flourish as the internet becomes more and more accessible. Online or 
digital CoPs are groups that are set up and run by practitioners in a specific field in order to discuss 
and share knowledge, learning and experiences related to their area of interest and/or expertise. 
CoPs serve a specific purpose for the participants and online CoPs can also do the same. Blogs, wikis, 
forums, social media sites such as Facebook and Twitter, online group messaging platforms such as 
WhatsApp, and social learning platforms such as Edmodo, all allow their users to create, share and 
discuss content. As such, teachers can use these platforms to form groups and develop networks 
with other teachers. Access to these groups and networks can provide teachers with support that 
they might not have access to in their own local context. ‘An online CoP can provide instant help, 
expertise, long-term apprenticeship in a safe social setting, and perhaps most importantly, emotional 
support for teachers isolated from their technological peers’ (Hanson-Smith, 2013).

Examples of online groups, CoPs and networks

Twitter

Twitter is a social media platform where users can send, or ‘tweet’, pictures, videos, links and 
short messages. A useful feature of Twitter is the ‘hashtag’. This allows users to give their message 
a specific ‘tag’ or label by placing the # or hash character before a key word. This makes it easy 
for others who are not following you to see your post. Many teachers have been taking advan-
tage of this feature to form groups and have ‘Twitter chats’ or discussions using specific hashtags.

Examples of popular teaching and teacher education hashtags include:

#Edchat

A weekly Twitter discussion open for all teachers that covers a wide variety of topics relating to 
teaching and CPD. The chats take place on Tuesdays at midnight GMT.

#Edtechchat

This hashtag is used during a weekly discussion on educational technology. The chat takes place 
on Mondays at midnight GMT.

#ELTChat

This very popular hashtag is used by English language teachers across the world who are interested 
in CPD. A twitter chat is held once a week (currently Wednesdays at 12.00pm and 9.00pm GMT) 
where teachers discuss a topic that they have chosen. A summary of the discussion is posted on 
their website. See their website http://eltchat.org/wordpress/ for more details.

By searching for and using these and other education related hashtags, teachers can come into 
contact with other teachers interested in similar topics. Teachers can build their own Personal 
Learning Network (PLN) by ‘following’ other teachers who post Twitter messages on topics and 
areas that interest them. Once a teacher has followed a number of others, and a number of other 
teachers are following them, they have a support network that they can use to give and receive 
advice no matter where they are in the world. This is reflected in tweets from teachers from 
the Tejas project during their monthly Twitter chat using the #Tejas4Ed hashtag. During one 
of these Twitter chats on the theme of social media held in November 2017, teachers tweeted 
many ideas on how social media had helped them. Responses included how it enabled them to 
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‘connect with movers and shakers in education’, and how it ‘helps me to study what others are 
doing and how I can improve myself ’. This connectivity allows teachers to ‘access knowledge’ 
and ‘become aware of many online courses some of which are free of cost.’

WhatsApp

In Tejas, the project in Maharashtra mentioned above, WhatsApp has played a central role in 
enabling the project participants to remain in touch and discuss issues related to their role on the 
project and topics that would support their professional development. As this project involved 
working with multiple stakeholders, a number of different WhatsApp groups were set up.

• One group for 30 government academic resource staff
• One group for 250 Coordinators who facilitated Teacher Activity Groups (TAGs)
• Over 400 groups set up by Coordinators for the teachers in the TAGs they facilitated.

Members of the British Council Tejas project team joined the first two of the above groups to 
act as moderators, encourage discussion and provide support in areas that were identified as areas 
of development through monitoring and evaluation activities. Overall, the majority of the mes-
sages posted were related to the project and focused on

• describing and sharing experiences that had happened to them on the project
• providing short reports of TAG meetings
• discussing questions about the English language, grammar and vocabulary
• providing support by asking and answering questions about TAGs
• posting pictures and videos of their TAGs
• sharing website links about teaching
• sharing information about events such as webinars, conferences and the monthly #Tejas4Ed 

Twitter chat
• sharing inspirational stories

The following example discussion from the TAG Coordinator WhatsApp group demonstrates 
how the participants used it to ask for and provide support:

TAG Coordinator 1:  Hello all. I need your help … Will you please suggest me some 
tools and activities for developing 4th grade writing skills… One 
of my TAG members asked me about this… I want to suggest 
more and more activities to him… Please help me.

TAG Coordinator 2:  You can use ABL cards (activity based learning). I have some writ-
ing PDFs. I’ll send them to you. Please think which are useful for 
you. Take a print out and laminate them. Students can use them 
with a sketch pen and it’s easy to remove.

TAG Coordinator 3:  he motive of Tejas is to create self-support groups. It would be 
great if you could ask the members from the TAG to suggest tools.

Several more suggestions about books and procedures for a variety of activities were also pro-
vided by different TAG Coordinators. The TAG Coordinator then compiled all the suggestions 
into a PowerPoint presentation which were then shared with group.

TAG Coordinator 1:   Thanks all of you for your valuable guidance. I made this PPT to 
send him all of your suggestions.
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Facebook

The English language initiative for secondary schools (ELISS) project was a 4-year training 
and development project run by the British Council for 16,400 government secondary school 
teachers across Maharashtra, India. As part of this project 420 teachers were selected to be Master 
Trainers and school-based mentors. These Master Trainers were then trained to deliver cascade 
training and mentor teachers in schools near the areas they lived. As the Master Trainers were 
based across the state, a Facebook group was set up to provide them with a space to share their 
experiences and learning from the project and receive ongoing support from each other and the 
British Council. The Master Trainers used the group in a number of ways, including:

• sharing links to Facebook posts from other groups about teaching
• sharing pictures with short descriptions of classroom activities either they or their mentees 

had tried in their lessons
• discussing teaching techniques they had learnt and their experiences of trying them in class.

For example, in one post, a Master Trainer posted the following message:

Master Trainer 1:  55 students were divided into 11 groups, 5 in each group. A task of 
analysing a dialogue of 5 to 6 lines from the textbook was given. The 
groups then presented their work before the class.

The post was then accompanied by pictures showing the students sitting in groups of five and 
also of the students presenting their work to the class. Several members of the Facebook group 
responded by giving praise and asking questions about the activity. For example,

Master Trainer 2:  Great. Which activity did u conduct?
Master Trainer 1:  They were given the task of analysing 5/6 lines from the textbook. I gave 
(original poster):  them freedom to focus on the areas they wanted. 1 group focused on the 

vocabulary, one pointed out the grammar, one group decided to write an 
interview with the character in the dialogue. I guided wherever necessary.

Master Trainer 2:  Oh great. A variety of activities promoting learner autonomy.
Master Trainer 3:  Good keep it up.

In another Facebook post, a group moderator from the British Council asked a question about 
dictogloss, a listening and writing activity which had been introduced in a recent training course 
for Master Trainers.

Moderator:  Dictogloss – Has anybody tried it in their classes yet? Can you describe 
what you did? How did you arrange the classroom? Did you have any class-
room management issues? How did you solve them?

Following this, seven different Master Trainers responded and discussed the question.

Master Trainer 1:  Yes, I tried it with listening texts. My students liked this activity 
though my class is large I don’t need to arrange anything.

Master Trainer 2:  I have tried this in my classroom for 9th grade and a little variation 
with the 6th grade too. They enjoyed it. But I want to repeat it in the 
next term and then…
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Recent research (for example, Gulamhussein, 2013) has shown that teachers need ongoing 
support to implement new ideas in the classroom and may need to practise a new teaching 
skill up to 20 times before they are able to integrate it into their teaching practice. As well 
as this, teachers need to see success in the activities they do. The sharing and discussion such 
as the conversation above is very positive as it can help motivate others in the group as they 
can see the success others are having in implementing different teaching techniques into their 
lessons.

Benefits of participating in online networks and CoPs

Teachers can benefit from joining and participating in online networks and CoPs in a number 
of ways.

1. The nature of communication in online groups allows teachers to access and contribute 
to online discussions at any time from any location. Online discussions are often asyn-
chronous and can take place over a number of hours and even days. This allows teachers to 
contribute at times convenient for them. Online discussions that are synchronous, such as 
Twitter chats, can still be accessed afterwards by teachers unable to join at the time of the 
discussion.

2. Teachers who live and work in remote or rural areas, or who don’t have the time to com-
mit to joining face-to-face meetings can benefit from joining and participating in online 
groups. This can reduce feelings of isolation for teachers who may not usually be able to 
meet with other teachers in their own areas.

3. As outlined above, many online groups for teachers make use of social media platforms. If 
a teacher has access to the internet, then they will have access to a social media platform 
that they can join and communicate with other teachers online. These platforms encourage 
users to keep messages short, share links, pictures and videos. This means that teachers do 
not need to spend a huge amount of time composing messages. They can quickly engage 
in discussions that support their own and others’ CPD.

Issues and challenges

Policy makers and those involved in integrating online groups and CoPs into teacher develop-
ment programmes will need to consider a range of issues and challenges.

1. Establishing an online group is simple. Getting the people within the group to use it fre-
quently and purposefully is more challenging. A plan of how to engage and encourage 
teachers to participate is vital. A useful resource which can help those starting or manag-
ing online groups is the Action Notebook chapter in Wenger, White and Smith’s 2009 book 
Digital habitats: Stewarding technology for communities. This is also available on their website 
to download for free at http://technologyforcommunities.com/excerpts/actionnotebook. 
While not aimed specifically at teachers, it provides templates and ideas that can be used to 
help gain a better understanding of the characteristics of the online community you want 
to work with and develop.

2. Teachers in online groups need to understand the purpose and mission of the group. If the 
purpose of the group is clear, understood and agreed upon by all members of the group, 
interactions and discussions will be more meaningful for the participants.
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3. In order to maintain the purpose and momentum of the group, the selection and recruit-
ment of moderators should be considered. Moderators can start discussions, encourage 
participation, guide discussions and ensure that they stay on track.

4. If teacher development initiatives are going to introduce online groups and CoPs as part 
of their programme, they should consider the data costs that teachers will have to incur to 
access and participate in these online groups. The costs of internet data plans are reducing, 
however, participants of online groups will soon eat into their data plans especially if they 
are sharing videos and pictures and teaching.

Conclusion

When teachers come together to collaborate, reflect and support each other, they are likely to 
have positive impact on teachers and their classroom practice (see for example Borg, 2015b; 
Walter and Briggs, 2012). One way teachers can take responsibility for their own professional 
development is by joining a teacher network.

In this chapter we have looked at four different kinds of teacher networks ranging from the 
larger and more formally organised ones, such as Teacher Associations, to smaller, voluntary and 
informal ones, such as teacher clubs, to somewhere in between, such as Teacher Activity Groups. 
We have also seen the huge potential for online groups and CoPs to support teacher learning 
and development. It is clear that each of the teacher networks we have explored in this chapter 
can play a significant role in a teacher’s own CPD and that they connect strongly with current 
understanding of what makes effective CPD. With the increasing recognition among policy 
makers and teacher education providers of the importance of CPD avenues supplementing 
the traditional dependence on short-term training, it seems that teacher networks, like those 
discussed in this chapter, are going to play a much greater and more central role in teacher 
education/development initiatives in future. As Trust et al. (2016: 16) point out ‘If teachers are 
to continually develop their practice then they could benefit from broad, holistic, and flexible 
networks as they navigate shifting professional landscapes.’ There is also an urgent need of more 
extensive and intensive research into what different networks contribute to CPD and how vari-
ous kinds of networks may be promoted and sustained, and what may be the implications of 
such promotion/ sustenance of teacher networks for the prevalent ELT policies and practices.

Further reading

Farell, T. (2013) Reflective Practice in ESL Teacher Development Groups: From Practices to Principles. Basingstoke: 
Palgrave Macmillan.

 Based on the insider experience of a teacher development group, the author offers a rich description 
of the professional learning journey the members went through and abstracts some key principles of 
teacher learning in TD groups.

Gulamhussein, A. (2013) Teaching the Teachers: Effective Professional Development in an Era of High Stakes 
Accountability. Washington, DC: Center for Public Education.

 This paper examines different forms of professional development made available to teachers and what 
the research says about the structure of professional development programmes that lead to changes in 
teachers’ practice and the learning of students.

Stoll, L. and Louis, K. S. (eds) (2007) Professional Learning Communities. Maidenhead: Open University Press.
 This book offers a general discussion of PLCs and some frameworks to conecptualise the nature and 

role of PLCs in professional learning. It also discusses aspects of PLCs such as distributed leadership, 
dialogue, trust, inquiry and purpose in their relation to learning.
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Wenger-Trayner, E. and Wenger-Trayner, B. (2015) ‘Communities of Practice – A Brief Introduction’ Available 
online: <https://wenger-trayner.com/introduction-to-communities-of-practice> (accessed 22 May, 2019).

 This paper explores what communities of practice are, what they look like in practice and how they are 
being used by people and organisations in a variety of different fields.
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Introduction

Student-teachers, teachers, and teacher educators may ask themselves: Why should we do action 
research? Based on case studies and teachers’ voices, Burns (2005) believes that, in terms of 
benefits, AR equips teachers with systematised reflections and rich data to transform, change, 
improve, and contest their own classroom practices. In addition, Edwards and Burns (2016a) 
suggest that AR can help teachers feel more confident about their teaching, feel more connected 
to their students, engage with research, and feel more recognised in their professional com-
munity. For the students, the impact is on the quality, reach, and significance of their learning. 
Thus, AR needs to be encouraged among teachers, and therefore it is in the hands of teacher 
educators in pre-service and in-service programmes and continuous professional development 
opportunities to provide student-teachers, teachers, and fellow teacher educators with aware-
ness, knowledge, and experiences of AR.

Since our aim is to support teacher educators in disseminating the nature and power of AR, 
we organise this chapter from general aspects to examples from our own experience. First, we 
define AR and summarise its value, the role of teachers, and the crucial relevance of motiva-
tion and sustainability in AR engagement. Second, we discuss features and conditions of AR 
in its preparation, navigation, and socialisation. Finally, we share examples of teacher educators 
involved in teaching, doing, and supporting AR carried out with student-teachers, teachers and 
teacher educators across ELTE (English language teacher education). Readers may find that 
our recommendations can be helpful to both teachers and teacher educators given their role as 
empowerers.

AR: an overview

We refer to AR as an umbrella acronym which includes different realisations of teachers inves-
tigating their own practices (Stenhouse, 1975) to transform them, in line with Somekh’s (2010: 
104) emphasis on the educational dimension of all AR initiatives. ‘Action research,’ she says, ‘is 
always a learning process, and in trying to bring about improvements in human interactions […] 
the action researcher is always engaged in an educative process’. Framed in qualitative research, 
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AR involves investigating an issue present in a given context, most likely a classroom or an insti-
tution, with the aim of implementing and evaluating change. To improve a situation, teachers 
need to act, reflect, and act again until they can see a transformation in practice achieved through 
synergistic efforts between those involved, for example teachers and students. In this section we 
focus on the transformative value of AR, the role of teachers, and the place of motivation and 
sustainability for AR to be meaningful and a trigger for empowerment and social justice.

The essential trait of AR is not that the teachers do the research, nor that they investigate 
their own practices – other forms of teacher research comply with this too. Rather, the defin-
ing trait of AR would be that the teachers’ fundamental beliefs and ideas about education are 
fully engaged in the research process. AR is and cannot be disconnected from the general (even 
philosophical) questions concerning the purpose of education or its role in society, nor from 
how the latter should tie to choices of academic subject matter or pedagogical and didactic 
orientations. Insofar as this is the case, we think that AR is always critical, to the extent that it 
goes against the progressive deskilling of teachers and their conversion into mere technicians in 
the present neoliberal regime.

The fact that teachers’ essential ideas about education are inscribed in AR also places strict 
boundaries and qualifies the research dimension. Whatever are the beliefs they hold about edu-
cation, most teachers will agree that it is their job to contribute to education through teaching 
and making pupils learn. In the same way as ‘the physician cannot experiment without attempt-
ing to heal’, for Stenhouse ([1979] 2012: 133), ‘the teacher cannot learn [from AR] without 
undertaking that the pupils learn too’. That is why AR will always prioritize the action of 
teaching over research. ‘The fundamental aim of action research’, Elliott (1991: 49) claimed, 
‘is to improve practice rather than to produce knowledge. The production and utilisation of 
knowledge is subordinate to, and conditioned by, this fundamental aim’. Indeed, if knowledge 
must empower action in AR (and not the other way around), then it must do so while and where 
the action is taking place, i.e. while the teacher teaches and the learners learn, as well and as much 
as possible. This fact not only confers a context-bound nature to AR and the knowledge it may 
generate; it also implies that action researchers, i.e. teacher researchers, should always make sure 
that the intrinsic aims of education are not being neglected at any point during the research 
process. For example, Banegas (2017a) developed an AR project to help his student-teachers 
develop their English language proficiency and benefit from linguistics knowledge. With this 
aim in mind, student-teachers’ education became central in the context of the study, and the 
data collected emerged from their regular lessons, e.g. student-teachers’ exams and assignments 
or the tutor-developed materials. This example shows that teachers integrate research into the 
regular teaching and learning processes, thus making students, and possibly other teachers and 
principals, participate in the transformative dynamics that underpin AR. The transformations 
that AR generates impact directly on the teachers carrying out AR (Burns, 2005). However, the 
transformative value of AR is not circumscribed to a single classroom at a specific point in time. 
AR seeks transformation from the grassroots to larger systemic bodies and regulations (Somekh 
and Zeichner, 2009), yet transformative practices do not change overnight, and the findings of 
teachers’ research need to be supported for some time in order for teachers and institutions to 
feel that their efforts pay off in the long run. Therefore, the power of transformation underpin-
ning AR is linked to two aspects: motivation and sustainability.

Drawing on notions of teacher motivation (Ushioda, 2013), teachers’ self-efficacy through 
teacher research (Wyatt and Dikilitaş, 2016), and the central role played by teachers in AR 
(Burns, 2010), it is often agreed that AR must be initiated by teachers themselves in response 
to an issue they feel curious about and are driven to explore. In order to support their motiva-
tion, teachers should not be left alone. Edwards and Burns (2016a: 14) remind us that ‘a balance 
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of bottom-up individual teacher motivation and top-down institutional support is crucial in 
ensuring the sustainability of the impact of AR over time’. In the Ethiopian context, Aga’s 
(2017) AR study with teachers reveals that motivation to engage in AR is essential to counteract 
the effects of demotivating factors such as lack of time, bureaucratic processes and paperwork, 
funding opportunities, and teachers’ lack of commitment to avoid accountability for their own 
practices. It follows that if motivation needs to be maintained, then sustainability in keeping a 
project running and sharing the outcomes must be secured. It is our understanding that the 
need for sustainability is a call for ELTE. Teacher educators are in an advantageous position to 
support AR since they may work with future and present teachers on different projects aimed 
at transforming practice and, ultimately, education. To increase sustainability, teacher educators 
can work on providing student-teachers and teachers with knowledge and awareness of AR not 
only by drawing on the literature but also by engaging them in AR within ELTE programmes. 
Research engagement goes hand in hand with collaboration and therefore AR is a collaborative 
enterprise as it can include colleagues and students. CAR (collaborative action research) stresses 
the collective and participatory nature of AR (Banegas et al., 2013), however power imbalance 
should be minimised to maintain motivation and sustainability (Yayli, 2012).

Whether teachers are doing AR alone or with colleagues, it is important to understand how 
AR can be prepared, navigated, and socialised. In the following section, we consider these three 
dimensions of AR.

AR: considerations

A brief glance at the literature shows that AR in ELT can be found across a wide range of con-
texts and with different participants such as:

• Young learners (Vaca Torres and Gómez Rodríguez, 2017)
• Undergraduate students in ELTE programmes (Banegas, 2017a, 2017b)
• Postgraduate students in ELTE programmes (Crawford Garrett et al., 2015; Halbach, 2016; 

Villacañas de Castro, 2014)
• Novice and experienced teachers (Burns et al., 2017; Castro-Garcés and Martínez Granada, 

2016)

What all these contexts share is the way in which AR was carried out. There was initial planning, 
development, and socialisation of the experience. In this section we provide teacher educators 
with insights and suggestions about how to support AR in ELTE with student-teachers, teach-
ers, and fellow teacher educators. These considerations apply to raising student-teachers’ aware-
ness and constructing knowledge about AR, empowering teachers to take full control of AR or 
supporting them through, for example, a university–school collaborative project.

Preparing for AR

As we have hinted above, an AR project starts with a practice-related issue or a question pos-
ited by teachers who wish to explore their own practices (Burns, 2010). AR should never be 
imposed on teachers. In arranging an AR project in ELTE, first, it is imperative to consider 
the aims, the resources, possible obstacles, the support available, and, most importantly, how the 
project derives from and feeds into teachers’ situated practices and curriculum development so 
that the ecological, i.e. research from/for the context, and critical dimensions of AR are ensured. 
The critical dimension of AR responds to critical pedagogy, i.e. a type of pedagogy that seeks 
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to challenge hegemonic practices by empowering and emancipating teachers and learners to 
become agents of change, thus bringing about social justice (Giroux, 2011). From critical peda-
gogy, it is also worth thinking outside the box and awakening teachers’ pedagogical imagination 
with the notion of transforming education based on their context and their own images and 
dreams of how education and professional practices should be like. For example, Ruohotie-
Lyhty and Moate (2016) carried out an AR study with foreign language student-teachers in 
Finland to help them reflect on their identity and think of ways in which they could exercise 
prominent agency as full-time teachers.

In preparing for AR, it is important to develop a sensible timeframe, for example, a month, 
a term, or a whole academic year. Such a timeframe is often organised around spiralling cycles 
with stages (Burns, 2010; Dikilitas and Griffiths, 2017). There is no prescribed number of cycles 
to follow. For example, there are AR projects containing one (Yan, 2017), three (Banegas, 2017a), 
or four (Edwards and Burns, 2016b) cycles. In order to record the history of an AR project 
whatever the number of cycles, it is advisable to keep a journal in which teachers describe, antic-
ipate, and problematise their AR activities as they move from stage to stage and cycle to cycle. 
Below, we unpack the notion of cycles and stages focusing on what teachers need to plan ahead.

A cycle starts with an exploratory stage focused on initial investigations and reflections around 
the issue to address. Smith (2015) stresses the importance of understanding the context and issue 
with care before moving forward with an action plan to ensure that context-responsiveness is 
achieved. This first stage is followed by an action stage where the intervention to bring about 
change is carefully planned. At this stage, and preferably before, teachers need to think about 
how they will collect data to ensure that their project produces change. Then an interven-
tion/implementation stage is put in place and it involves setting the planned course of action 
in motion and observing and exploring its impact. During this stage teachers can collect data 
through classroom observation, reflective journals, survey questionnaires, interviews, and learning 
and teaching artefacts (e.g. students’ exams, teacher-made handouts). The data collected at that 
stage feeds into the following stage, that of reflection/evaluation of the intervention. Based on 
such reflections a new action stage begins with the aim of strengthening the intervention and 
ensuring the impact of the overall project. Although reflection/evaluation is usually placed at the 
end of a cycle, reflection occurs throughout the cycle as teachers need to be aware of what is 
happening in the classroom and what contextual factors may impinge on the overall project as it 
unfolds. Constant reflection is what makes AR iterative in nature; since the knowledge obtained 
in a first cycle shapes a second cycle (Banegas, 2017a; Edwards and Burns, 2016b). Finally, the 
reporting stage emerges as an opportunity to share the findings with, for example, those involved 
in the project, colleagues, and other professionals, and to further objectify and understand the 
educational subject matter, in turn. We return to this last stage further below.

Navigating AR

By navigating we mean enacting the AR project. In this dimension of AR, teachers need to be 
flexible and open to changes as their context and participants may inevitably suggest a different 
course of action. As suggested above, navigating AR with confidence and awareness requires 
that teachers continue recording their reflections, actions, and plans in their research journal, 
and sharing their experience with others. Such a writing activity will help them be systematic 
with the AR cycles and stages planned, while keeping an open attitude, so that a healthy bal-
ance between flexibility and structure is achieved. Teachers need to remember that this kind 
of research is not objective, but rather intersubjective and context-bound, which entails that 
they need to listen to the context, their own voice, and their participants’. As the cycles go by 
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and teachers look back at the data they have slowly been able to gather, they are likely to be 
impressed!

Having clear aims within an ecological perspective helps teachers gather as much data as pos-
sible through observations, interviews, questionnaires, surveys, teaching artefacts, students’ work, 
etc. For example, in Banegas (2017a), data were collected through student-teachers’ reflective 
journals, the teacher educator’s journal, group interviews, copies of the student-teachers’ exams, 
and the worksheets developed by the teacher educator. Teachers can also collect data through 
photographs and videos (Basallo Gómez, 2016). Whatever the data collection instruments, it is 
necessary to have written consent form of those who are, for example, interviewed, or photo-
graphed. For ethical reasons (Banegas and Villacañas de Castro, 2015), we need to preserve the 
identity of the participants and make sure that, at least, confidentiality and anonymity are in 
place unless the participants explicitly state that, for example, they would like to appear with 
their real names in a report for publication. Another ethical issue has to do with making sure 
that the research methods do not conflict with the educational aims of the course, but rather to 
ensure that the students’ learning and skills are measured and assessed within a context that is 
valuable and interesting for them – that is, within a situation that remains educative.

While navigating the project, teachers can start collecting and reading relevant books and 
articles which will provide them with the foundations and concepts of their project. AR 
may become more fruitful and navigable when findings are analysed as cycles shape other 
cycles.

Socialising AR

Research is dead if it is not shared with colleagues in the local as well as international context 
and this is why a reporting stage must be ensured in any AR project. Most of all, we should 
share the findings with those who participated and made the project possible. This report-
ing stage, in addition, provides further chances to objectify, analyse, criticise, and contrast the 
research through peer deliberation. Findings could be shared in multiple ways such as a short 
video which can be uploaded on a YouTube channel or institutional website, a poster hung at 
your institution, a staff meeting, or a presentation at a local, regional, national, or international 
conference. For example, the Teachers Research! Conference in Buenos Aires 2017 organised by 
the British Council, APIBA (Asociación de Profesores de Inglés de Buenos Aires), and FAAPI 
(Federación Argentina de Asociaciones de Profesores de Inglés) invited teachers to share their 
research projects through poster presentations. Some of these presentations are available online 
at the British Council Argentina YouTube channel for dissemination. Teachers can also think 
about writing a report to be published in a newsletter, a professional magazine, or regional or 
international journals which are well-known for promoting AR, such as Profile and Educational 
Action Research. In addition, Language Teacher Research accepts submission under a section called 
Practitioner Research. For example, in 2016, the Argentinian Journal of Applied Linguistics pub-
lished a special issue on language learning and intercultural citizenship education guest-edited 
by Porto and Byram (2015); the articles were mostly written by teachers and teacher educators 
sharing their interventions and reflections.

While writing contributes to the dissemination of AR findings, it could be a daunting task. 
A good idea to avoid staring at a blank page is to start describing the context of the AR project, 
i.e. the institution, the programme, and the tutors and students involved. In addition, teach-
ers may start by studying how articles are structured and worded. Copying phrases, reporting 
verbs and other features of academic writing can help teachers organise their notes and drafted 
findings. Once teachers start writing, they need to remind themselves that writing is a process 
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through which there will be writing, deleting, rewriting, starting again, and producing differ-
ent versions. In this process, looking for the support of a critical friend to provide feedback can 
become a tremendous learning experience.

Now that we have provided a succinct description of preparing, navigating, and socialising AR, 
we will attempt to share specific and detailed examples of how AR can be included in ELTE.

AR and ELTE

Since our main aim is to support teacher educators in their interest of spreading and supporting AR, 
we share below examples of teacher educators (1) teaching AR-based modules in IELTE, (2) doing 
AR projects on their practices in IELTE, and (3) supporting AR projects with (novice) teachers.

Teaching AR

In the province of Chubut, southern Argentina, a new four-year pre-service English language 
teacher education curriculum was introduced in 2014. With the aim of promoting teachers’ 
identity as producers of school knowledge based in teacher research, especially AR, two modules 
were introduced. Both modules were two terms long and they involved the design and imple-
mentation of a research proposal in groups.

One module was called Educational Research (Table 37.1), delivered in Spanish through 
peer teaching, and it provided future teachers with an overview of educational research beyond 

Table 37.1 Outline of an educational research module in IELTE

Module: Educational Research
Two tutors: A teacher educator specialised in general education and research and a teacher of 

English with experience in research and academic writing

Two terms (March–November)
Two hours weekly

Aims: Help future teachers reflect on their practices.
Encourage interdisciplinary research.
Examine educational settings as complex social objects.
Empower future teachers to generate classroom knowledge.
Develop critical thinking skills and academic writing skills.

Term 1 Student-teachers attend lessons on epistemology, research 
paradigms and research methodology. They also have 
workshops on academic reading and writing. In groups, they 
collect and analyse research articles on educational issues from 
Argentina and Latin America. They make presentations which 
summarise and critique some of those articles.

Term 2 Lessons focus on designing a research project. In groups, 
student-teachers plan descriptive-exploratory studies which 
they implement in higher education or secondary education 
institutions. There are tutoring sessions so that the tutors in 
charge of the module provide them with specific feedback and 
support. They submit a report and make a presentation in front 
of their peers and teacher educators.
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ELT. The core contents of the module were: situated professional practice and research, research 
paradigms, features of literature reviews and theoretical frameworks, sources of academic knowl-
edge, research critique, and features of a research project.

This first module was significant because it helped student-teachers operationalise the results 
of systematic reflection and develop a research attitude in their development as future teachers. It 
was also a novelty, and a challenge for the teacher-educators in charge, as it was their first encoun-
ter with research through a module specifically designed to introduce educational research.

The second module was called Research in ELT (Table 37.2) and it was delivered in English. 
The module aimed at educating future teacher-researchers from a perspective based on empow-
erment, participation, criticality towards dominant ELT discourse, bottom-up processes, and the 
development of context-responsive answers to educational issues, even if their answers did not 
match mainstream ELT. The core contents were: action research and teacher research, ethics in 
AR, participatory action research, research methods, and reflection through AR.
The module usually received positive evaluation from the student-teachers as it featured a learning-
by-doing approach through which they started thinking about their research topic and questions 
from the start and developed further awareness of ELT research while experiencing it first-hand.

Table 37.2 Outline of an AR module in IELTE

Module: Research in ELT
One tutor: A teacher of English with experience in research and academic writing

Two terms (March–November)
Two hours weekly

Aims: Help future teachers reflect on their practices.
Empower future teachers to generate classroom knowledge.
To develop critical thinking skills and academic writing skills.

Term 1 Face-to-face
Student-teachers outline an AR project to be carried out in their own settings 

as student-teachers. The F2F lessons will provide opportunities to discuss 
the rationale of AR and research methods and relate this framework 
to their own projects. There will be opportunities to read and discuss 
AR-based studies published in different settings. The tutor can ask student-
teachers to make a short presentation on a study of their own choice.

Projects will be implemented and will continue over the second term. 
Together with implementation, student-teachers will be asked to start 
drafting their rationale, context description, and other parts a research 
report may contain.

Term 2 Face-to-face meetings every two weeks + work online
Lessons every two weeks together with online work through a platform 

which can channel student-teachers’ concerns, experiences, and 
progress with their AR project. F2F lessons will also be used for student-
teachers to share their work in progress.

Ends with the student-teachers submitting a report and presenting their 
research. Their reports will be collected and edited and shared as an 
institutional pdf book through different platforms and social networks 
with the aim of socialising the student-teachers’ first experience with 
doing and writing research.
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Leading research modules as condensed in Tables 37.1 and 37.2 implies that teacher educators 
need to become acquainted with recent studies and reviews on educational and action research 
in their region and elsewhere. It also implies selecting suitable reading material for student-
teachers who approach research for the first time in their trajectories as learners. Furthermore, 
it means making sure that there is a balance between theory and practice since modules of this 
nature aim at doing research at the educational institutions where the student-teachers may be 
completing their practicum experience.

Doing AR

We usually say that teachers are surrounded by data. Their classrooms, whether material or digital, 
contain a whole universe ready to be explored. This situation also runs true in ELTE settings where 
teacher educators can collect data with their student-teachers in their higher education classrooms. 
Below we share two examples of teacher educators carrying out research on their own practices 
in IELTE triggered by issues they noted and shared with the student-teachers. While the first 
example (Table 37.3) shows one teacher educator with his student-teachers, the second example 
(Table 37.4) illustrates CAR as it involved another teacher educator and their student-teachers.

Table 37.3 Teacher educator-led AR in IELTE

Issue: What’s the impact of this module on student-teachers’ professional knowledge and 
English language proficiency?

To what extent does the module respond to student-teachers’ needs and 
expectations?

Module/Tutor English Grammar (with a focus on systemic functional grammar) (Darío)
Timespan Two terms

Cycle/stages Activities

Initial 
investigations

Student-teachers read the syllabus and in pairs talk about what they expect from 
the module. They write a summary and hand it out to the tutor.

Action The tutor starts a reflective journal to keep track of feelings and support for the 
development of materials.

The tutor plans the lessons and prepares the materials for Unit 1 in the syllabus 
making sure that the student-teachers’ expectations and needs have been 
included whenever possible.

Implementation Lessons are delivered.
The tutor scans the student-teachers’ assignments and other evidence of learning 

(e.g. answers to tasks completed in class).
Evaluation & 

Reflection
At the end of the unit, the student-teachers are provided with a set of evaluation 

questions for individual reflection. In the following lessons, they answer them in 
groups and submit their collective answers by email.

The tutor condenses their answers and shares them with the group to receive more 
specific feedback. He plans Unit 2.

The cycle is repeated two more times.
Reporting Based on the questions and data collected (tutor’s reflective journal, and student-

teachers’ evaluations and learning artifacts), the tutor makes a Prezi presentation 
to his students and later shares the findings with his colleagues. A manuscript for 
potential publication is prepared.
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What implications can such experiences (Tables 37.3 and 37.4) have for teacher educators? 
First and foremost, they imply being open to sharing concerns, strengths and weaknesses with 
student-teachers and colleagues. Second, they imply being ready to receive negative feedback 
(sometimes worded without any hedging!). Finally, they involve active reflection and a research 
attitude in tandem with teaching as the data should be systematically collected and analysed as 
the project develops so that the findings are fed back into the learning process.

Supporting AR

The following collaborative action research (CAR) project gave two student-teachers (Ana 
Hortelano and Violeta Cano) the chance to refine their critical thinking on ELT as they tran-
sitioned from the last years of their university degree to the world of in-service education. 
Together with Luis, their university teacher (a lecturer and researcher working at the University 
of Valencia, Spain), they reflected on and devised alternatives to how the prevailing models of 
EFL teacher and learner identity constricted teachers and learners alike (Canagarajah, 2017), 

Table 37.4 Teacher educator-led CAR in IELTE

Issue: How can we ensure that our student-teachers cover assigned materials before each 
lesson?

Modules/Tutors Introduction to Linguistics (Darío)
English Language and Interculturality (Grisel)

Timespan One term

Cycle/stages Activities

Initial 
investigations

Record students’ excuses for not reading the assigned material.
Discuss with students how many hours should be devoted for ‘home reading’.
Both tutors keep separate journals of what happens at every lesson.

Action The two tutors choose texts together (e.g. articles, videos) which students can 
relate to both modules for a month. The content could be linked to Introduction 
to Linguistics, and language use could be deconstructed in English Language 
and Interculturality.

To promote purposeful reading, each text must be followed by a short activity 
(e.g. answer comprehension questions, summarise the text through a graphic 
organiser). Students will know that any of them can be asked to share their 
answers.

In their journals, the tutors keep a record of their criteria for choosing texts and 
designing the text-based activities.

Implementation At the beginning of each lesson, a student is asked to share the answers and 
ensures that their peers also complete the task. Each of these activities counts 
towards the final grade for each module.

Students are asked how they found the text and the activities.
The tutors keep a record of students’ responses and rate of activity completion.

Evaluation & 
Reflection

At the end of the experience, the tutors lead a group interview (audiorecorded) 
where everyone discusses the impact of the activity. They share their reflections 
as written in their journals. The tutors note down strengths and weaknesses, and 
altogether agree on ways of going through another cycle to encourage reading.

Reporting Based on the question and data gathered, the findings are shared with the student-
teachers and later with colleagues at a staff meeting and institutional conference.
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and to how ELT in Spain is still a ‘signifier of social class privilege and access’ (Vandrick, 2014: 
88), meaning that learners from low and/or marginalised social, economic and cultural contexts 
find it harder to connect their own identities and cultural capital to English as a subject, and 
consistently obtain lower results than in any other subject (Anghel et al., 2016). In order to make 
English education more significant and less oppressive for these learners, the team experimented 
with concepts originally coming from fields other than ELT, and which remained distant from 
its mainstream theory and practice: funds of knowledge (González et al., 2006), funds of iden-
tity (Esteban-Guitart and Moll, 2014), and the notion of multiple, multimodal literacies as put 
forward by the New Literacy Studies (Pahl and Rowsell, 2012). As can be seen in Table 37.5, 
during three long research cycles the team assessed the affordances created by these concepts 
for EFL education with children who lived in an underprivileged neighbourhood in Valencia.
As might be expected of a 3-year CAR, the participants’ situation changed both professionally 
and personally in the process: Ana and Violeta started off as university students but had already 
become in-service teachers by the final research cycles. As main researcher, Luis had to fight 
hard to find flexible ways to conduct the research and keep Ana and Violeta fully engaged. What-
sApp conversations, Facebook posts, or informal exchanges in front of coffee cups, all became 
essential to channel the team’s reflections and exchanges, together with more formal and aca-
demic seminars in which the team shared, commented, and coded their research journals, thus 
creating a solid base of evidence for writing academic papers later on.

In terms of sustainability, even more important than the professional and personal changes 
just mentioned was how the CAR team was able to adapt itself, year after year, to a new aca-
demic setting. A new school management team was elected at the end of the first research cycle, 
which brought changes to the school’s timetable that impacted on the feasibility of the project. 
Thus, from being first implemented in the context of Ana’s and Violeta’s practicum period (with 
Luis acting as a supervisor), by the second cycle the project was already restricted to a regular, 
weekly EFL lesson, and was finally bound to an extra-curricular workshop on Fridays. Despite 
the obstacles that these (and other) decisions can have on the stability of an AR project, action 
researchers need to adapt to the changing conditions that surround them, since this is the price 
to pay in order to work in real institutions under real circumstances, which is the only way to 
access and transform education as it is. As a result of the change that came up at the start of the 

Table 37.5 AR cycles and projects.

Research 
cycle

Academic 
year

Academic 
context

Projects Members’ role

Cycle 1 2015/2016 Ana’s and 
Violeta’s 
practicum 
placement 
period

‘Multimodal identities’: pupils 
create multimodal self-portraits

Luis: university teacher as 
researcher

Ana: student-teacher as 
researcher

Violeta: student-teacher as 
researcher

Cycle 2 2016/2017 Regular EFL 
sessions

‘If I were a giant in Nazaret’: pupils 
create artistic interventions in 
the neighbourhood

Luis: university and school 
teacher as researcher

Ana: school teacher as 
researcher

Violeta: school teacher as 
researcher

Cycle 3 2017/2018 Extra-
curricular 
workshop

‘Words matter/Palabras reales’ project: 
pupils organize a community 
museum to display their 
multimodal and artifactual work
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second cycle, Luis began to act as school teacher for the first time in his life, which posed mani-
fold challenges but also new opportunities to the project.

The examples included in this section illustrate the extent to which teacher educators need 
to be aware of their fluctuating contexts and use creative and critical thinking to transform chal-
lenges into possibilities which gravitate between teaching and researching as a two-facet entity 
aimed at equipping those involved in AR with reflective tools for making their contributions 
meaningful and sustainable.

Conclusion

We have seen how the benefits of the AR initiatives that teacher educators put forward shape 
and are shaped by the contexts in which they are developed. Some of the issues we addressed 
through our AR projects found no viable alternatives coming from the prevailing ELT com-
monsense (Gitlin, 2008) or doxa-ruled practices espoused by our institutions, and some of our 
AR projects were even directed against ELT common-sense itself, which loomed as the problem 
from which we wanted to free ourselves. While dominant ELT discourse, as exerted through a 
powerful cultural, educational and testing industry, has contributed to providing strength and 
cohesion to the ELT field during decades, on the other hand it has often imposed decontextu-
alised solutions and approaches in national school curricula and teacher education programmes 
(Guerrero, 2010).

Fifteen years ago, García Doval and Sánchez Rial (2002: 286) described ELT in Spain in 
the following terms: ‘Somehow, the view of the primary school teacher as a technician has 
not changed very much: “Blind faith in the textbook! You don’t need anything else!”. In such 
a scenario, it is unlikely for English teachers to find enough institutional freedom to develop a 
strong sense of agency, or at least not of the kind that includes making decisions over curricular 
matters and push forward their own professional development (Stenhouse, 1975). Nor will there 
be much ground, either, for significant cases of AR projects to grow and mature. Accordingly, 
it may actually be inconsistent to call for further engagement with AR on part of English lan-
guage teachers without encouraging them, also, to question the power dynamics that shape our 
professional and academic field. For the chances are that the former will hardly occur without 
the latter. This is something all of us working with AR in ELTE should remind ourselves of 
every now and then. It may well be the case that AR in ELT must become more critical if AR 
is to survive at all.

All in all, teacher educators working with others in AR in ELTE have to: (1) configure a pro-
fessional identity that is characterised by acute awareness of their context, (2) develop creativity 
to respond to challenges opportunities, and (3) reflect on the ideologies that develop not only 
in a classroom, but in organisations, institutions, and curriculum development. In this way, the 
outcomes of AR can lead to further participation in educational processes and policies.

Further reading

Abdallah, M. M. S. (2017) ‘Towards Improving Content and Instruction of the “TESOL/TEFL for Special 
Needs” Course: An Action Research Study’. Educational Action Research, 25(3) 420–437.

 This article addresses a pressing issue: how to educate future teachers in special needs education. The 
context is a group of student-teachers at an Egyptian university and their tutors, and the article dis-
cusses their quest for understanding and implementing more systematic opportunities for learning how 
to teach English as a foreign language to learners with special needs. The article provides a wealth of 
information to teacher educators and practitioners.
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Dikilitaş, K. and Griffiths, C. (2017) Developing Language Teacher Autonomy through Action Research. Basing-
stoke: Palgrave Macmillan.

 This book is mainly characterised by its practical angle. The authors provide a succinct discussion of AR 
and other forms of teacher research before a careful elaboration of AR through examples of projects and 
other stories carried out by practitioners. The authors describe AR as a tool to empower teachers and 
help them develop professionally through research in/for/from the classroom and in their hands.

Mirra, N., García, A. and Morell, E. (2016) Doing Youth Participatory Action Research. New York: Routledge.
 This volume looks at education from a broader and complex perspective. Therefore, it is helpful for 

those language teachers who are interested in examining education from a more integrative and big-
ger picture. The authors address AR from a participatory perspective which includes how learners can 
become active agents of change and co-researchers.
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Introduction

In this chapter, we conceptualize Exploratory Practice as a principled inquiry-based framework 
for pedagogy or research that prioritizes work for understanding local puzzles, inclusivity among 
involved practitioners, as well as ethics and criticality. Exploratory Practice work has been devel-
oped through the integration of research into regular pedagogic and professional activities con-
ducted in (language) classrooms in various educational institutions, teacher education programs 
or other professional contexts. We situate Exploratory Practice within the horizon of language 
Teacher Development, as a viable form of Practitioner Research, aligned with contemporary 
critical Applied Linguistics and in theoretical dialogue with other current modes of Practitioner 
Research, such as Reflective Practice and Action Research. We also describe how exploratory 
practitioners (teachers, students and other professionals) engage in work to understand what 
goes on in their learning/educational/professional environments and we address the challenges 
they face in the process.

Exploratory Practice within the horizon of teacher development

The seminal ideas of Exploratory Practice have been with us since the early 1990s, when Dick 
Allwright began to express his concern with what he later came to call ‘third-party research’. 
Having been for years an academic classroom researcher himself, he realized that academic 
classroom research studies were, in a way, ‘parasitic’, since they extracted knowledge from the 
classroom to build theories about the classroom without involving teachers or learners in such 
theorizations (Allwright, 2003a). Aligned with the thinking of Stenhouse (1975) and other pre-
cursors of the Action Research movement, Allwright and Bailey (1991: 197) introduce the con-
cept of ‘exploratory teaching’ as a way ‘to help bridge the gap between research and teaching, 
and more particularly between teachers and researchers’ (ibid.: 194). These two authors had the 
ambition ‘to help language teachers understand better their own, and their learners’, classroom 
lives’ without promising ‘short cuts to more effective language teaching’ (ibid.: 196). As we can 
see, ‘exploratory teaching’ (and its later development into Exploratory Practice) has always prior-
itized understanding rather than problem-solving, proposing that learners be considered as agents 
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capable of working with teachers in order to understand what goes on in their classrooms. Along 
these lines, and in a very close relationship with the work being developed by the Rio de Janeiro 
Exploratory Practice Group (Miller et al., in Allwright and Hanks, 2009), several of Allwright’s 
papers written in this period addressed specific issues that concerned him at the time: integrating 
research and pedagogy (1993), bringing life into the classroom (1998), putting learning on the 
classroom agenda (1999), among many others. In these papers, Exploratory Practice (EP) was 
consistently proposed as a way for these issues to be addressed by teachers and students, during 
class time, via the integration of puzzling themes with the teaching and learning of the language.

Between 1990 and 2015, Exploratory Practice built an intense dialogue with such propos-
als for teacher development as Reflective Practice (Zeichner and Liston, 2006) and Action 
Research (Burns and Edwards, 2014). The more intense the dialogue became, the richer the 
points of convergence and divergence between these teacher development approaches emerged. 
In the text The Major Processes of Teacher Development and the Appropriate Design Criteria for Devel-
oping and Using Them, Allwright (2001) claimed the place of ‘action for understanding’, as an 
indispensable focus brought by Exploratory Practice that could complement or enrich the tra-
ditional ‘action for contemplation’, which characterizes Reflective Practice. Likewise, ‘action 
for understanding’ could postpone or displace the predominant ‘action for change’, a central 
orientation in Action Research. Putting ‘understanding’ in the limelight has helped the Explora-
tory Practice framework consider ‘integration’ as its main contribution to the dialogue among 
teacher development approaches. As discussed later in this chapter, we believe that integration 
constitutes the backbone of the principles of Exploratory Practice, as these propose an inextri-
cable integration of the people involved, as co-practitioners, in the work for understanding the 
learning experience while it is going on.

From teacher research to practitioner research: a critical discussion 
within contemporary applied linguistics

In order to present the distinct identity of Exploratory Practice as a form of Practitioner 
Research, we start by establishing connections with issues that have been discussed within criti-
cal contemporary transgressive Applied Linguistics (Pennycook, 2006) and go on to highlight 
the notions of ‘research’ and ‘reflection’, as conceptualized in Exploratory Practice.

In our view, teacher research emerged as the chosen path to enrich teacher development, 
mainly understood as professional ‘improvement’, mostly oriented towards ‘efficiency’ and 
‘problem-solving’. This movement was compatible with a period in which Applied Linguistics 
focused on the improvement of society and/or the resolution of social problems (Davies, 1999). 
Yet, since Allwright had always claimed that ‘understanding’ was the sine qua non condition for 
teacher development, Exploratory Practice comes through as the modality that best encom-
passes this issue. In his text Six promising directions for Applied Linguistics, Allwright (2006) claims 
that teachers can work to: understand the quality of their classroom lives, become knowledge-
makers in the field and, along with learners, come to be considered as developing practition-
ers. These seminal ideas are very much in tune with agency, autonomy, awareness, inclusivity, 
performativity, and empowerment, central notions to a contemporary, critical and transgressive 
Applied Linguistics. As part of this agenda for social transformation, this contemporary perspec-
tive strives to understand the human suffering of those living on the margins (Mushakoji, 1999). 
Aligning Exploratory Practice with these concerns, we claim that students and teachers, mostly 
framed as trouble-makers and trouble-shooters (Wright, 2006), have been living on the mar-
gins of hierarchical educational systems and have had their agencies subdued in most ‘teacher 
research as improvement’ processes.
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As far as ‘research’ is concerned, we agree with Allwright and Hanks (2009: 142–143) when 
they argue that some teacher research initiatives appear to have missed a major opportunity of 
exploiting teachers’ capacities for fully teacher-owned research. Unfortunately, ‘the continu-
ing influence of the third-party research model’ and ‘the focus on change and improvement, 
rather than understanding’ (ibid.: 142) seem not to enable teachers to gain ownership or deeper 
understandings of their own professional practice. As research participants, teachers become 
data-gatherers and students tend to be kept in the position of data-providers – and ‘not practi-
tioners in their own right at all’ (ibid.: 143). Allwright and Hanks insist, and we agree, that unless 
teachers and students are encouraged to think of themselves as practitioners or co-practitioners, 
as in Exploratory Practice, the opportunity to understand the nature of research itself seems to 
have been missed.

Regarding reflective processes, our position is that the reflection proposed by Exploratory 
Practice aims at problematizing the very essence of teaching and learning practices without the 
foremost intention of improving them. Working towards practitioners’ enhanced understandings, 
Exploratory Practice revitalizes teachers’ and students’ needs to question the underlying prin-
ciples of traditional pedagogic practices, facilitates the emergence of professional provocative 
questions and discourages the officially sanctioned drive for improving unquestioned prac-
tices. Working towards enhanced understandings, exploratory teachers and students favour ‘why’ 
questions such as the following: ‘Why do we have homework?’, ‘Why do we cheat?’, ‘Why do 
we use nicknames?’, ‘Why is English important for you?’, ‘Why do we quit?’, among many oth-
ers analysed in Cunha and Miller (forthcoming).

As introduced earlier in the text, rethinking practitioner research has always been the main 
motivation for proposing and developing the ideas of Exploratory Practice. Allwright (2003a: 
128) claims that

The proper aim of practitioner research, as we see it, is best put as ‘working to understand 
life’, not trying to directly solve problems, but to step back from them and see them in the 
larger context of the life (and lives) they affect.

Allwright’s avant-garde proposal for this field of study has been seeking to understand social 
issues instead of proposing research-based solutions. Inspired by the work of the Rio de Janeiro 
Exploratory Practice Group, we support the notion that classroom life can be reinvented to 
explore and develop students’ and teachers’ understandings of what goes on inside and outside 
the classroom. Most importantly, Exploratory Practice considers students and teachers as practi-
tioners of learning and teaching. Along these lines, Allwright and Hanks (2009: 2) insist on the 
term practitioner to refer to students and teachers, since they want to make the students’ role 
‘as importantly parallel to the role of the people we already happily see as “practitioners” – the 
teachers.’

Inspired by Freire (1970) and based on our practice as teacher educators (Miller and 
Cunha, 2016), we have come to understand that students and teachers (i) can notice what 
is going on in their lives, inside and outside the classroom, as practitioners of teaching and 
learning, (ii) are willing to reflect about these interpersonal relations, (iii) are capable of 
intensifying their attention towards issues that interest or puzzle them in a specific context, 
and (iv) can find it relevant to address (inter)personal and professional issues in order to 
understand them more deeply. An experienced Exploratory Practice teacher and two stu-
dent teachers teaching English at a public sector school in Rio de Janeiro noticed that some 
adolescent students used derogatory nicknames with each other. They initially thought of 
adopting a punitive action, but decided to intensify their attention towards this puzzling 
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issue, by integrating some ‘action for understanding’ with the topic and grammar points of 
the next lesson: Family Members, possessive adjectives and the verb ‘to have’. Acknowledging 
the value of integrating students’ lives inside and outside the classroom, the teachers proposed 
an exploratory pedagogic activity which invited students to draw a family tree and find out 
about their families’ nicknames. Students promptly engaged in this investigative activity and 
later willingly reflected upon ‘nicknaming’ and spontaneously categorized nicknames into 
‘cute’, ‘funny’, ‘offensive’, and ‘useful’. Having researched this issue, the group understood 
more deeply the complexity of using nicknames in interpersonal relations (for the whole 
narrative, see Miller et al., 2015).

Another important contribution of Exploratory Practice to the reconceptualization of prac-
titioner research has been to consider both students and teachers as lifelong learners. Wells and 
Claxton (2002: 10–11) invite us to look at ‘lifelong learning, and the demands of the “learning 
society”, in terms of a continuing process’ that occurs not only in early childhood and school 
years but also in adulthood, in ‘professional or work-based learning’. Clearly, this thinking is 
echoed in the Five Propositions about Learners (Allwright and Hanks, 2009: 7):

Proposition 1:  Learners are unique individuals who learn and develop best in their own 
idiosyncratic ways.

Proposition 2:  Learners are social beings who learn and develop best in a mutually sup-
portive environment.

Proposition 3: Learners are capable of taking learning seriously.
Proposition 4: Learners are capable of independent decision-making.
Proposition 5: Learners are capable of developing as practitioners of learning.

In our view, these propositions stand as a manifesto in favour of both students and teachers as 
practitioners of learning. Operating on trust, Allwright and Hanks advocate for learners to be 
respected as serious and unique individuals who learn according to their own idiosyncrasies, in 
collaborative social settings. Based on our long-term experience with Exploratory Practice, we 
notice that students and teachers find it difficult to believe in themselves as fully fledged practi-
tioners of learning, accepting society’s mistrust in students’ capabilities and in teachers’ capacity 
to act as autonomous professionals. It is common in Brazil, for example, to find students who say 
‘We are unable to learn English because we cannot even speak Portuguese’. Likewise, it is sadly 
recurrent to see teachers who do not feel confident about their linguistic knowledge or their 
capacity to reflect independently about pedagogic matters.

The emphasis in Exploratory Practice work lies on helping learners – students and teach-
ers – to raise their own puzzles or intriguing questions about issues that they wish to understand 
better and elaborate their own ‘action for understanding’. This, we believe, is the strongest move-
ment towards students and teachers enhancing their understandings of who they are and what 
they do as students and teachers, i.e., towards becoming practitioners regarding their learning 
and teaching practices.

Exploratory Practice enables the development of practitioner identities by purposefully 
avoiding a research attitude that interferes with what is going on pedagogically or, in other 
words, by avoiding transforming the pedagogic context into a research site. It is precisely by 
integrating students and teachers as well as the pedagogy and the work for understanding that 
Exploratory Practice has helped re-signify students and teachers as practitioners who are able 
to work critically, collegially and reflexively, in order to develop deeper understandings of their 
own personal practitioner lives. As we will discuss later, since this orientation is not commonly 
experienced in most educational or professional contexts, it can be challenging for teachers 
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engaged in teacher development processes oriented by Exploratory Practice or for students 
being invited to participate in class in this way.

We sense that practitioner identities are more likely to be developed when students and 
teachers are respected both as practitioners and as learners and encouraged to search for deeper 
understandings about what they do, what they would like to do more of and even what they 
do not or cannot do in some contexts. An ethos of mutual respect can also generate possibilities 
for the co-construction of trust relationships among practitioners. In Allwright’s (2009: 2) own 
words,

The growth of trust in pedagogical relationships may not be, for administrators especially, a 
substitute for increases in quantitatively measurable achievement.

BUT
Like understanding, trust may well be a pre-requisite for sustainable, lasting progress on any 
measures, quantitative or qualitative.

Such inclusive reflexive processes, integrated with the learning and teaching practices that nor-
mally happen in classrooms at various levels of (language) education, have allowed students and 
teachers to become more aware of their own emotions (Zembylas, 2005), more ‘invested’ in 
their practices (Norton, 2013), and more conscious of the importance of negotiating the ‘gift of 
confidence’ in lifelong learning (Mahn and John-Steiner, 2002).

A principled view of Exploratory Practice: the issue of integration

We hope to have conveyed by now that integration is at the core of Exploratory Practice. We 
have, thus, decided to honor this integrative perspective by attempting to present the principles 
of Exploratory Practice as parts of an organically integrated whole, seeking to represent their 
fusion in the confusion of our life-world experience. We will momentarily stay away from the 
didactic discursive organization of the principles as they have traditionally been systematized in 
the Exploratory Practice literature.

First and foremost, Exploratory Practice recognizes the constitutive integration that exists 
between life inside and outside the classroom. Teachers and learners are valued as human beings 
whose lives cannot be ‘split’ but are lived as ‘united wholes’ (Palmer, 1998). Such a holistic con-
ception of the people involved in teaching-learning communities – learners, parents, teachers, 
supervisors, coordinators, school psychologists, etc. – helps take integration on board rather 
than artificially ignore it or attempt to destroy it. As exploratory teacher educators in public 
and private professional contexts in the city of Rio de Janeiro, we have learnt that the desire 
to understand the quality of (classroom) life (Gieve and Miller, 2006) is, for some teachers and 
their students, more urgent than their classroom work or productivity. Such practitioner-based 
realization led us to agree that ‘prioritizing the quality of classroom life’ as well as ‘working to 
understand it’ are the principles that voice ‘what’ exploratory practitioners choose to focus on.

Building on integration at the human level, Exploratory Practice rekindles the affective con-
nection between teachers, learners, and others in the community – the ‘who’ that co-construct 
their daily lives in educational contexts. Natural collegiality is thus regained, since exploratory 
practitioners perceive themselves as developing practitioners of learning and manage to inte-
grate their work for mutual development.

Teachers and students, as co-workers, create classroom/school time and space to engage in 
pedagogic practices that reactivate their natural curiosities about various aspects of their lives 
(social, personal and academic) and work for understanding their local and situated puzzles in 
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an integrated and interdisciplinary way. In this sense, exploratory practitioners enhance their 
agencies in their own teaching and learning contexts and become knowledge-builders of their 
own teaching and learning practices. We can see that, working in this fashion, they also manage 
to integrate with the materials and equipment that they choose to use, instead of being used by 
them.

When working within the Exploratory Practice framework – the ‘how’ in Exploratory Prac-
tice – teachers and learners become more creative and agentive about course-books and other 
materials; they feel confident to suggest activities and transform exercises. In short, authorial use 
of materials emerges when practitioners bring together and integrate their pedagogic creativi-
ties. Once such integration is established among the people involved, the materials used and the 
collaboratively created practices, sustainability of practitioner research has a stronger chance in 
everyday practice over time.

Summarizing these seminal ideas, Allwright and Hanks (2009: 260) present the ‘Seven prin-
ciples for inclusive practitioner research’:

The ‘what’ issues
1. Focus on quality of life as the fundamental issue.
2. Work to understand it, before thinking about solving problems.

The ‘who’ issues
3. Involve everybody as practitioners developing their own understandings.
4. Work to bring people together in a common enterprise.
5. Work cooperatively for mutual development.

The ‘how’ issues
6. Make it a continuous enterprise.
7. Minimise the burden by integrating work for understanding into normal pedagogic practice.

We must admit that the notions of ‘quality of classroom life’ and ‘work for understanding’ have 
been challenging ones to work with. We align with Gieve and Miller (2006) when they argue that, 
whoever has been in a classroom knows what is meant by ‘classroom life’ – the affective and social 
interpersonal relations that are co-constructed in classrooms. The main difficulty lies in dissociating 
the notion of ‘quality’ in ‘quality of classroom life’ from a marketing conception. Most of the time, it 
has been necessary to deconstruct ‘the quality of classroom life’ as ‘the nature of the life that we lead in 
classrooms’, which can, of course, be ‘good’, ‘less good’, or ‘bad’. Probably due to the use of the term 
‘quality’ in the discourse of marketing, it has been traditionally associated with ‘good quality’. In some 
efficiency-oriented educational contexts, ‘quality of work’ is what, unfortunately, counts the most; 
‘quality of life’ does not seem to matter. Yet, as we mentioned earlier, our data-driven understandings 
(Lyra et al., 2003) show us that, when invited to reflect on what they wish to understand more deeply, 
teachers as much as learners raise ‘why-questions’ about interpersonal relations in the classroom.

In some cultural and educational contexts, where teaching and learning are generally not 
conceived of as critical or reflective practices, the notion of ‘understanding’ is hard to grasp. It 
is, also, hard to define. So, in our work, we have used intuitive and not theoretical definitions, in 
agreement with Allwright and Hanks (2009: 146) when they say that ‘teachers, and especially 
learners, need understandings now, and they need particular understandings that are directly 
appropriate to their unique situations, not high-level generalisations.’ Another difficulty comes 
from the apparently professional need that teachers have to work with consensus – in order to 
reach a common understanding, one that is static and shared by everybody in the group, one 
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that will remain the same forever. Exploratory Practice has been working for the acceptance of 
plural and dynamic understandings (highlighting the need for teachers to learn how to work with 
dissensus – Menezes de Souza, 2011). Last, conveying the idea that we are or can all be working for 
understanding is another challenge. Due to personal traits or contextual professional circumstances, 
some teachers appear to resist the developmental aspect of their learners’ and of their own learning. 
Also, the issue of power emerges so strongly here that Freire’s (1970) claim to learn from or with 
the learner still seems to be an enormous challenge for many teachers. In this sense, Exploratory 
Practice has worked in the direction of social justice as discussed in Zeichner (2008).

Exploratory Practice in action

In this section, we present and discuss a typical EP workshop or course organized by us, as 
teacher educators in continuing teacher education contexts (Miller and Cunha, 2016). We usu-
ally start by asking practitioners to share their puzzles about their everyday situated experiences 
or react to a list of former practitioners’ puzzles. We encourage participants to word these puzzles 
in the form of ‘why questions’ because we believe that this formulation fosters deeper reflec-
tion that tries to stay away from the more common ‘how-to questions’, which normally arise 
from a problem-solving attitude. We also exploit the writing and sharing of participants’ narra-
tives drawn from events of their own learning or teaching to unearth relations with personal, 
professional and institutional beliefs that underlie their normal practice. As potential action for 
understanding, these narratives can be read and collectively discussed in more or less depth 
according to the local needs and/or wishes of group participants, in a similar fashion as we do 
in this chapter.

Exploratory Practice practitioners have asked questions dealing with psychological and affec-
tive dimensions of language. Regarding language as something which goes beyond a mere 
‘instrument of communication’ (Revuz, 1998: 217), some of their puzzles have been: ‘Why do 
advanced young learners refuse to talk in English even when they are fluent?’, ‘Why are some 
of the students more reluctant or shy to ask questions in class?’, ‘Why do some people have the 
need to show off?’. There have been puzzles that reconsider the role of the learner, the input 
offered by the teaching context and the relation between the two (Renart, 2005: 1942): ‘Why 
do we have to take tests?’, ‘Why do we have few English classes?’. Other puzzles have questioned 
the imposition of English as the dominant language to be learned (Phillipson, 1992: 47): ‘Why 
is English the main language in the world?’, ‘Why is it important to know English?’ and prob-
lematized the socio-political aspects embedded in a learning/teaching situation: ‘Why does she 
feel disrespected?’, ‘Why do my students drop out of school?’, ‘What do adolescents think about 
violence?’. Questions that show a recurrent worry with teaching successfully, as ‘How can a film 
be successfully used in a one-hour class?’ and ‘Why was this class successful?’, can exemplify two 
different standpoints: the first one suggests a belief in ready-made solutions for teaching prob-
lems while the second one proposes to reflect upon the reasons that lead to a successful lesson.

With a view to deconstructing the questions raised, participants work towards refining the 
terms used in the formulation of their puzzles, trying to unearth beliefs and to formulate further 
related questions. Taking for example a puzzle formulated by a foreign language course teacher, 
‘Why do I feel I am not giving good English classes?’, we notice that it can be scrutinized and 
more puzzle-related questions can be raised. In order to try to understand why she feels that 
she does not teach good lessons, the teacher can narrow down the scope of her question and 
address other aspects related to her puzzle. In relation to ‘feel’, she can try to define this feeling 
and what it tells her about her classes and students. Another part of the puzzle, ‘I am not giving’ 
can also be defined and the teacher can reflect upon the meaning of ‘giving classes’ and how this 
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‘giving’ happens. Finally, taking another element of the question, ‘good English classes’, can help 
her think about what she believes a good class to be. Sometimes, this exercise of unearthing ideas 
from the puzzle may lead to a refinement of the whole question itself.

It is worthwhile noticing that, in our continuing teacher education context, workshop 
participants are engaged in their regular teaching and have the chance to integrate the notions 
discussed in the course with their regular classroom practices. Participants are offered a selection 
of texts on the main notions of Exploratory Practice which help them become familiar 
with actions for understanding, such as puzzlement, monitoring, planning and working for 
understanding (Hanks, 1999; Allwright, 1996, 2003b; respectively). At various points during 
the workshop different tasks are assigned to encourage the teachers to bring their classrooms 
into the course. In this integrated way, they come to perceive that their own foreign language 
classes can offer opportunities for them and their learners to work within the syllabus and also 
ask questions about their realities inside or outside the classroom. Young students, who were 
exercising the grammatical structure for making questions, formulated why-questions like: ‘Why 
is good excellent?’, ‘Why is learning English difficult?’, ‘Why do we judge people?’, which later 
became the focus of group or individual student-initiated investigation.

The exploratory practitioner group is then invited to reflect on the characteristics of their 
regular activities and to try to adapt them so as to explore what goes on in their workplaces. This 
is how we introduce the notions of Potentially Exploitable Pedagogic Activities (PEPAs) and 
Potentially Exploitable Reflective Activities (PERAs). According to Allwright (2003a) they are 
‘discursive actions for understanding’ since they are slight adaptations made to everyday activities 
with the intention of promoting reflection and digging for further understanding of puzzles and 
questions. In educational contexts, ‘puzzle-driven’ lessons, course modules, entire courses, group 
discussions, debates, readings, written or oral assignments, journals, grammar exercises, tests, 
sketches and plays, seminar presentations, lesson planning, classroom observation, microteaching, 
practicum reports, narratives, etc. can be adapted to foster understanding (Miller, 2013).

Emanuelle Souza, a 9th grade teacher at a state public school in Rio de Janeiro, Brazil, who 
allowed us to use her real name, describes in her narrative how she adapted grammar activi-
ties on the use of modals by asking students to write sentences about their perception of their 
English classes.

I started thinking about my practice as a teacher and, based on a puzzle ‘Why do I feel I am 
not giving good English classes?’ I tried to develop an activity, a PEPA. They were studying 
modal verbs and we developed an activity where they could make sentences practicing the 
modal verbs while reflecting about our English classes. In this activity, they had the option 
to write in Portuguese or in English. Most of them wrote in English, only two students 
wrote in Portuguese, and after they did it we discussed the sentences. Some of the students’ 
sentences were: ‘Teacher of English could give class to the third year of school’, ‘It could 
have English classes during the week’, ‘I can go to another country to speak English’, ‘Must 
have English classes in the week’, ‘I could understand more what is said’, ‘The teacher could 
interact more in English and Portuguese’, ‘The English classes should have more hours’, 
and ‘I should understand more the English classes’. After reading these sentences, I started 
to realize that the classes were not as bad as I thought. They were the way they should be, 
according to the students’ necessities.

As the students and the teacher integrated this exercise with the discussion of the sentences, 
they exploited the opportunity to practice a language point and to collegially understand the 
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emerging plurality of their thoughts. By attentively listening to what was being said (monitoring 
in the Exploratory Practice sense) and not restricting her attention to the grammar point being 
practiced (monitoring for accuracy control), the integrative quality of this pedagogic activity 
helped Emanuelle understand her puzzle better.

Potentially Exploitable Pedagogic Activities (PEPAs), however, can also occur spontaneously 
as the teacher is inspired by an incident that happens unexpectedly in the classroom. Such is 
the case of Adriana Nóbrega, at the time a teacher in an English language institute, who had 
to work with ‘Life in the future’ as a topic and questions in the future tense, creatively shifted 
the activity by inviting students to ask ‘wh-questions’ about their own lives in the future. Some 
of the questions were: ‘Will I be good?’, ‘Will we have food?’, ‘Where will I study?’, ‘What will 
be my grade?’, ‘Who will be my wife?’, ‘Will we live in space?’, ‘Where will I work?’. Having 
asked about 80 questions, Adriana’s learners realised that their questions were mostly about 
themselves, their families, life, death and school. Then, they decided to group the questions 
and proudly helped the teacher organize a poster that many teachers and learners have found 
inspiring.

In the reflective narrative written by Beatriz Maciel, who also allowed us to use her real 
name, we find an English language teacher of 6th and 7th graders at a public school in Rio de 
Janeiro, Brazil, describing a reading comprehension activity that she had planned as a Poten-
tially Exploitable Pedagogic Activity. Not only did she manage to address an issue she wanted 
to discuss in class but also integrate it with the evaluation activity required by the school. To 
contextualize Beatriz’s story, it is important to say that the moment she is narrating happened 
right after a term-long teachers’ strike.

As Beatriz herself admits, she initially resisted the alternative activity proposed by a student, 
immersed as she was in institutional bureaucracy.

I was at the board, writing instructions for a reading comprehension exercise about teach-
ers and students’ perspective on the use of cell phones in classroom when a student right 
behind me said something like ‘Teacher, why don’t we interview people about it?’. I loved 
her idea, but I was so worried about time and presenting their grades that I said something 
like ‘I love your idea! We can certainly try it in next opportunities ... ’, but she insisted ‘No, 
teacher, you don’t get what I mean! Why don´t we do it now, interview people about this 
topic?’ and I finally realized I was not listening enough. That’s when I understood I was 
being offered a gift from that 13- or 14-year-old girl, and decided to take it. I still requested 
the students to answer questions about the text, but told the whole group that Maria had 
given a brilliant idea, that I was willing to take and that could even replace our test, and 
asked the students for their opinion about it. Students were happy with the idea, especially 
because it could mean not taking the test.

Paradoxically, in the midst of institutional disputes among educators, we find echoes of the 
Learner Propositions in the teacher’s and the students’ attitudes. Both Beatriz and Maria show 
that they are ‘capable of taking learning seriously’ (Proposition 3) and of ‘independent decision-
making’ (Proposition 4). Maria makes the individual and initial move of suggesting an alternative 
activity for the test, while Beatriz, institutionally a teacher but a learner from an Exploratory 
Practice perspective, recognizes the learning opportunity. But, at the risk of accepting such a 
creative suggestion and facing the challenge of having to adapt it to replace a test, she comes 
to understand that she can reconsider a previously planned assessment activity. However, Beat-
riz also feels that she needs to consult the whole group in search of ‘a mutually supportive 
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environment’ (Proposition 2). Likewise, when Maria struggled for her voice to be heard and 
her suggestion attended to, she was also seeking mutual social support from the teacher and her 
colleagues.

As Beatriz’s narrative unfolds, we can hear her reflecting upon her attentive listening atti-
tude (Miller and Cunha, 2016) which allows her to listen intensively to her students and try 
to understand what they are saying about the use of cell phones in class and many other issues.

[...] students interviewed people from the school (coordinators, cooks, teachers, kids’ par-
ents, classmates) and family members. We had interesting discussions, in which students 
expressed their opinions (and asked me for mine – again, this makes me think that, the 
more I listen to my students, the more they feel like listening back to me), mentioning 
the moments in which they believed cell phones helped in class (when doing an exercise, 
for example, students mentioned that listening to music on the cell phone helped them 
concentrate) and moments in which cell phones could become a problem. We also dis-
cussed how to deal with the moments in which cell phones would not be helpful but some 
students still insisted on using them. At this moment, the students suggested practices in 
which I would be the one in charge of the solution. Maybe this is a result of the fact that, as 
students also mentioned in this opportunity, they miss being more respected in their right 
to speak up in the school routine.

This was a moment when the students and I reflected a lot, and it certainly was richer 
than if students had taken a test. Thank you, Maria, for your gift!

Beatriz notices that her students ask her to express her opinion about the issue under discussion 
and to be in charge of management solutions. Most importantly, she realizes that the more she 
listens to her students, the more they feel like listening back to her. Freire’s (2005) insightful 
thought that it is important to learn ‘to listen to ourselves while we are listening to others’ could 
be helpful here to problematize the need that social beings feel to listen and to be listened to. 
Beatriz’ students miss being listened to and ‘miss being more respected in their right to speak 
up in the school routine.’ Her narrative about a classroom situation and her reflection upon it 
illustrate how an Exploratory Practice attitude is capable of generating discursive space (PEPAs 
and PERAs) to address critical and ethical issues about life in a group, such as respect, trust, 
autonomy, inclusivity, and agentivity.

Paraphrasing Allwright’s text (2013: 2), we could say that Emanuelle, Beatriz and Adriana 
exploited their normal teaching activities, and normal language content to investigate their own 
puzzles about their relationship with their students. They involved the students quite directly 
in working with them on the investigations, and the bonus was, through all the shared work 
for understanding, a much better understanding all round of how to work together. As part of 
their Exploratory Practice experiences, Emanuelle, Beatriz and Adriana have been sharing their 
understandings beyond their classrooms in practitioner research events and in their own writing.

Sharing collective understandings generated by the use of PEPAs and PERAs are a central 
part of an Exploratory Practice course, so that a special session is generally devoted to the 
creation and preparation of posters, videos, plays, and other modes of artistic production. Some 
participants manage to engage their students in the co-organization of multimodal presentations 
and encourage them to co-present at events. Others stimulate student independent authorship 
and autonomous presentations. Exchanging collective understandings is fostered during final 
course sessions, in events organized by teacher associations, language institutes, and schools or 
in the already traditional annual EP events, in which teachers, students, coordinators, teacher 
educators are the main protagonists.
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Concluding thoughts

In more than two decades of Exploratory Practice work, we have been involved in innumerable 
practitioner development processes which have generated a wide range of ‘effects’ – demotivated 
teachers or learners have become invested in school life; similarly, already involved teachers and 
learners have become more conscious of their emotional involvement with school life and with 
life in general. Working within the Exploratory Practice framework stimulates practitioners to 
take a developmental view of personal professional identity (re)construction, of courage and 
confidence building, and of their responsibility as teaching and learning practitioners in search 
of social justice.

Far from only sharing an idyllic view of Exploratory Practice, we reflexively acknowledge to 
have faced challenges while working with its principled framework. Issues of control and resist-
ance have emerged when practitioners come to realize, for instance, the criticality of such work, 
as it inevitably problematizes traditional power relations in educational contexts. In practitioner 
development processes, teachers as well as learners admit to have suffered from moments of 
anxiety on account of the Exploratory Practice attitude, which expects practitioners to heighten 
their level of reflexivity and to recognize the need to exercise their autonomy more fully.

Believing that integration is a forceful agenda within Exploratory Practice, we sense that 
the way practitioners understand and live integrative processes has a great deal to do with their 
developing work as exploratory practitioners. Given the integrative constitution of Exploratory 
Practice and the relationships it promotes, being an exploratory practitioner is necessarily living 
an organic and fluid process. We understand integration not only as inclusivity but, centrally, as 
an incessantly reflexive movement towards a joint and collaborative life attitude that presupposes 
respect for uncertainties, ambiguities, and diversity.

In closing, we wish to reinforce Allwright’s (2003a: 137) idea that Exploratory Practice is 
‘work in progress’ and that it ‘must always remain in the process of development, as we learn 
from the different circumstances in which the framework is invoked.’ By sharing our long-
term experience with Exploratory Practice, we did not intend to ‘save the reader from further 
thought about how participant research can contribute to language teacher, and learner, devel-
opment’, but instead ‘hope to stimulate readers to even more thought, in the hope that together 
we will be able to do more than if we remain isolated.’

Further reading

Miller, I. K., Côrtes, T. C. R., Oliveira, A. F. A. and Braga, W. G. (2015) ‘Exploratory practice in initial teacher 
education: working collaboratively for understandings’, in Bullock, D. and Smith, R. (eds) Teachers 
Research!. Faversham: IATEFL: 65–71.

 This co-authored chapter narrates a particularly interesting case of Exploratory Practice developed in a 
public school in Rio de Janeiro, Brasil. The collegial narrative focuses on the process of investigating a 
local puzzle and of co-constructing posters as Potentially Exploitable Pedagogic Activities.

Moraes Bezerra, I. C. R. and Miller, I. K. (2015) ‘Exploratory Practice and New Literacy Studies: Building 
Epistemological Connections’. Pensares em Revista, 6 90–128. Available online: <www.epublicacoes.
uerj.br/index.php/pensaresemrevista/article/viewFile/18426/18051> (accessed 23 May, 2019).

 This article builds relevant connections between Exploratory Practice and the area of literacy studies. 
The reflective narratives present teaching-learning moments experienced by college students who were 
becoming exploratory practitioners.

Yoshida, T., Imai, H., Nakata, Y., Tajino, A., Takeuchi, O. and Tamai, K. (eds) (2009) Researching Language 
Teaching and Learning: An Integration of Practice and Theory. Bern: Peter Lang.

 This volume brings together chapters that clarify philosophical connections between Exploratory Prac-
tice, Action Research, Narrative Inquiry, among other forms of currently developed research practices.
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Introduction

For over 20 years, I have been exploring and discovering the art of teaching and learning. Being 
a teacher of English has allowed me to learn about students, teachers and the learning process, 
but most of all, I have acquired a deeper understanding of myself as a lifelong learner. In my dif-
ferent roles as school teacher, university lecturer, academic coordinator and head, I have had to 
exercise my reflexivity in order to guide others in their processes of discovering how they can 
become the best version of themselves.

During this learning process, I have come to realise how leadership practices and beliefs are 
inextricably linked to teacher development schemes. I believe it is essential for teacher educators 
in managerial positions to be reflexive about their own styles, as these can have a key impact 
on the teacher development opportunities they offer. This reflexivity, understood as the abil-
ity to examine any situation from different standpoints, needs to be exercised within a deep 
knowledge of the local context that values the institutional culture and involves an empathetic 
understanding of the characteristics of each teacher. Without this knowledge of the context and 
sincere respect for the affective aspects, leadership cannot effectively promote teacher learning.

In this chapter I intend to theorise the relationship between certain leadership practices and 
teacher development. From an integrated perspective, I describe leadership practices that involve 
collaboration and cooperation, analysing how they facilitate professional development processes. 
I do this by drawing on the understandings that derive from my research, and by referring to the 
experience of other language teacher educators around the world.

The chapter is organised as follows. I start by discussing different affordances facing effec-
tive professional development from a leadership perspective. In the Research section, I focus on 
certain issues regarding the impact of leadership on teacher learning which have come to the 
fore as a result of my action research. I present two particular strategies, ‘flexible collaborative 
partnerships’ and Cooperative Development (Edge, 1992, 2002), as tools for effective profes-
sional development. I then draw on the voices of teacher educators from around the world in 
leadership positions to enhance the transferability of concepts across work environments, in the 
hope that they can be of use for other colleagues. I end by reflecting on some aspects of leader-
ship and teacher development on which I would like to extend my knowledge.
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Definitions

I will now briefly define some terms I will be using throughout the chapter. I would like to 
address the difference between the terms ‘collaboration’ and ‘cooperation’. While coopera-
tive processes imply working together and sharing resources and time, the focus is on each 
individual product or process. Meanwhile, collaboration entails working together towards a 
common, shared goal (Polenske, 2004; Misanchuk and Anderson, 2001). Both types of part-
nership are equally relevant to this chapter and are displayed in the data and ideas presented. 
For the sake of reader-friendliness, however, I will use the term ‘collaboration’ throughout 
the text.

Professional trust, defined by Frowe (2005) as a two-way process in which both employer 
and employee must develop certain qualities that allow them to forge a trusting relationship, is 
the basis of what I refer to as trusting leadership. Trust is an essential ingredient in a distributed 
leadership style, as it provides endless opportunities for teacher growth and is linked to school 
effectiveness (Moore, 2008). Within this professional trust framework, teachers are given enough 
‘responsible freedom’ (De Stefani, 2014), thus being able to experiment, learn and collaborate 
in the knowledge that their employers are ‘mentors’ rather than ‘tormentors’ (Hargreaves and 
Fullan, 2000).

On the other hand, flexible collaborative partnerships refer to the idea of sustained, effec-
tive and varied teamwork, in which the voices of all those involved are a fundamental part of 
the forward-thinking system. In this ecosystem, different teams are built depending on needs 
at each time. For example, teachers may work with academic coordinators, with their peers, or 
with technicians such as psychologists or SEN specialists, to name a few. A variety of teams may 
be assembled at different times to solve problems, depending on teachers’ and students’ needs.

Another development strategy I address is Cooperative Development, a discourse framework 
created by Edge (1992, 2002), aiming to promote professional learning through a non-judgemental 
relationship between colleagues. The basis of Cooperative Development is the adoption of a par-
ticular discourse style, in which two professionals (Speaker and Understander), leave aside their 
professional status and interact in a non-judgemental fashion, with the aim of better understanding 
themselves and their colleagues. This is done for agreed periods of time, or ‘sessions’, in which indi-
viduals resort to their cognitive and emotional resources to interact purposefully. This collaborative 
framework leads to individuals learning more about themselves as professionals and increases col-
legiality (Edge and Attia, 2016).

In the following section I discuss some of the challenges and opportunities facing profes-
sional development from a leadership viewpoint, interweaving my understandings with voices 
from the literature in the field.

Survey: challenges, affordances and strategies in the provision of 
sustainable professional development

Being a leader in education is no easy task these days. It is unfortunately quite commonplace 
in my context in Latin America to find stressed, over-worked teachers, with diverse educational 
backgrounds, often being forced by economic circumstances to have multiple jobs (Vaillant, 
2011, 2013). An added difficulty is that while some may have a clear teaching vocation, others 
may not. This is, in fact, similar to what happens with students; we are used to heterogeneous 
classes and different degrees of ability and motivation. As leaders, therefore, whether we are 
teaching students or leading staff, we have to find ways in which to open paths for learning that 
are effective and sustainable.
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Effective leadership in the twenty-first century

The question of whether leaders are born or made has been endlessly discussed (e.g. Barker, 1997; 
Perkins, 2003; Bryman, 2007), and there is still an elusive feel to the issue of what effective leader-
ship entails. I believe every leader is unique, as is each educational institution, and success lies in 
the awareness and reflexive capacity of the main leader, who needs to be able to respect the local 
culture, know the staff in depth and trust them so as to bring out everybody’s strengths. Regard-
less of this artisan feature of leadership, it is indeed possible to articulate a list of strategies that are 
expected to be of use for professional development facilitators, irrespective – but always respectful 
of – the particularities of local contexts (MacGilhrist, n.d. in O’Donoghue and Clarke, 2009).

Effective leaders need an in-depth understanding of what learning in the twenty-first cen-
tury means, since student learning depends on teacher learning (O’Donoghue and Clarke, 
2009). If student learning is that which ‘engages students intellectually, socially and emotionally’ 
(Hargreaves and Fink 2004), then this is also relevant for teachers. Like with students, therefore, 
we need to foster in teachers the development of higher-order thinking skills such as analys-
ing, synthesising, problem solving and creative thinking (Barak et al., 2007), for them to create 
the same conditions for their students. Equally fundamental for teachers and learners are the 
so-called ‘soft skills’ (Andrews and Higson, 2008) such as flexibility, openness to learning, self-
regulation and a clear understanding of team-work.

This teacher and student learning occurring in parallel is a feature of professional learning 
communities (DuFour, 2004; Stoll and Louis, 2007; Hord, 2009), for which both skills devel-
opment and collaboration are key elements. A professional learning community, according to 
Richmond and Manokore (2010: 545) is ‘a group of teachers who meet regularly with a com-
mon set of teaching and learning goals, shared responsibilities for work to be undertaken, and 
collaborative development of pedagogical content knowledge’. A relevant question at this point 
is, ‘What kinds of leadership do we need for this?’ There are myriad terms and definitions, but in 
building my argument I focus on some views that I consider directly relevant to my understand-
ing of what successful leadership entails.

An important characteristic of leadership that is crucial to the facilitation of teacher learning 
is the conception that it should be distributed among all those involved in professional develop-
ment (Hord, 2009; Spillane and Orlina, 2005; Perkins, 2003). Distributed or shared leadership 
is often thought of as ‘the network of both formal and informal influential relationships in a 
school’ (Louis et al., 2010: 318). In this sense, a leader becomes a provider of opportunities for 
all teachers to be part of such a network, in which any member of staff may be a ‘leader’ or a 
‘follower’ depending on the circumstances. As explained by Gibb (1978) in Gronn (2000: 324), 
it is important that both leaders and followers are seen as collaborators set to accomplish certain 
tasks. Therefore, exercising leadership should be more about enabling and facilitating, and less 
about prominence and authority.

Trusting leadership, according to Moore (2008), involves practices that promote the devel-
opment of trusting relationships, while ‘implementing change and empowering stakeholders 
to become leaders through collaboration’ (Moore, 2008: 3). It is somewhat related to trans-
formational leadership, characterised by an emphasis on supporting and stimulating teachers 
(Leithwood and Jantzi, 1999). Teachers who experience a transformational leadership style in 
their work context not only develop their skills, but also increase their commitment and pro-
ductivity (Bass and Avolio, 1994; Burns, 1978 in Thoonen et al., 2011).

In parallel with these leadership styles, there are many affordances inherent in educational 
institutions that may act as barriers to effective professional development if not analysed criti-
cally and used constructively. I turn to these now.
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Trust and affect

Trust refers to ‘an individual’s or group’s willingness to be vulnerable to another party based on the 
confidence that the latter party is benevolent, reliable, competent, honest and open’ (Cummings 
and Bromiley, 1996). Teachers who feel trusted as professionals will be more committed to the 
institution and its students, and therefore their own development (Louis et al., 2010; Moore, 2008).

Trust is also essential in building a collaborative learning environment (O’Donoghue and 
Clarke, 2009). Not only does it need to be present among colleagues, but it is also a fundamental 
factor in the employer-employee relationship. From a leadership perspective, trusting teachers 
will result in a higher degree of risk-taking and commitment, which will improve their practices 
and thus affect students’ learning (Modoono, 2017).

Trust is an important aspect of professional learning communities because it helps teachers 
to cope with their uncertainties and vulnerabilities (Thoonen et al., 2011; Sorrentino and Short, 
1986). Teachers who feel more certain or safe will be more open to learning and flexible in their 
approaches (Thoonen et al., 2011). Professional trust, as I have learned through research, involves 
a certain degree of ‘responsible freedom’ on the part of teachers, the downside of which may be 
a feeling of insecurity, as represented in Figure 39.1.
The diagram shows one of the potential dangers of professional trust, occurring when teach-
ers interpret responsible freedom as insufficient supervision, or when there is actually too little 
feedback for teachers to remain motivated. In both cases, a vicious circle is fuelled, which may 
have a negative impact on staff and institutional well-being. Successful teams, on the other hand, 
encompass a combination of trust, collaboration and cooperation. Needless to say, the value 
assigned to trust is linked to each institution’s culture.

limited 
supervision 

lack of 
feedback 

specula�oninsecurity

isola�on 

Figure 39.1 The unwanted results of ‘responsible freedom’ (De Stefani, 2014: 263)
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Tradition and institutional culture

Leadership needs to be locally appropriate; therefore, it must be knowledgeable and respect-
ful of the institutional culture and tradition, understood as ‘the deeply embedded patterns of 
organizational behavior and the shared values, assumptions, beliefs, or ideologies that members 
have about their organization or its work’ (Peterson and Spencer, 1991: 142, in Kezar and Eckel, 
2002). Educational leaders should have insider knowledge of an institution’s history, in order 
to understand its culture and make the most of it. This respect for tradition and institutional 
culture helps increase teachers’ sense of belonging in the institution as well as their self-efficacy, 
as they internalise the institutional goals so that they become personal ones (Thoonen et al., 
2011).

Regarding the effect of tradition and institutional culture on change, it is essential to under-
stand that they will have a key effect on how change occurs. Respect for tradition must be 
balanced with innovation, for change to take place as harmoniously as possible. It is illogical to 
expect students to acquire transferable, lifelong learning skills, if the staff are not open to learning 
and change. However, there must be a balance between stability and change, as well as ‘inclu-
siveness, connectivity, equity, prudence, and consistent attention to the needs of human beings’ 
(Gladwin et al., 1995 in Stoll and Louis, 2007: 8).

During my research on professional learning, I focused on the change process involving the 
introduction of a phonics-based literacy programme in English in a school (2013–2015). In this 
institution, where there was great respect for tradition, the new literacy programme implied a 
significant impact for some teachers, who had to re-design their courses and be trained in this 
new methodology. For this move to have a positive effect, it was decided that teachers them-
selves would train one another and conduct peer observations and teaching. From a leadership 
position, it was essential to delegate and trust teachers while offering enough support and 
supervision. It was also fundamental, for a few years, not to introduce other significant changes, 
allowing the new programme to become part of the school culture. Trust is also, as will be 
explained below, an essential element in successful collaboration, and this also became evident 
in the aforementioned research process.

Collaboration

Collaboration is known to be an essential ingredient in the learning process, since it leads to 
the development of higher-order thinking skills and helps to strengthen teachers’ interpersonal 
skills. Research has shown that teachers who work collaboratively can improve their practice 
and their reflective capacity, thus becoming better professionals (e.g. Hunter and Back, 2011). 
According to Burns and Darling-Hammond (2014), when there is an intentional focus on col-
laboration, the result is seen as better quality teaching and higher student achievement.

Successful collaboration requires clear guidelines and a certain amount of supervision to be 
sustainable. It is a skill for life, and a fundamental one for the professional life of teachers. It will 
allow teachers to learn from one another and from the dynamics of team-work, such as effective 
problem solving, tolerating constructive criticism, dealing with frustration and exercising empa-
thy. All these elements also became visible during the introduction of the literacy programme 
explained above, resulting in an effective team that continue working closely to this day.

Interdisciplinary collaboration (Kaufman and Grennon Brooks, 1996) is also particularly 
important, as will be seen later on in the vignettes. It not only allows teachers to move away 
from their comfort zones, but also because offering regular opportunities for engaging in col-
laborative work with colleagues is essential for change to take place (Hargreaves and Goodson, 
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2006). Within this collaborative, interdisciplinary framework, action research is an essential form 
of reflective practice that needs to be conceived as a natural part of any teacher’s professional life.

Having referred to some of the central challenges and opportunities inherent in promoting 
professional development from a trusting leadership standpoint, I now turn to specific strategies 
and practices I have experienced and theorised.

Research: creating a sustainable model for teacher development

In this section I focus on two strategies, which I have explored through my action research. The 
implementation of these strategies must be based on what Frowe (2005) calls professional trust, 
showing teachers that they are valued and counted on to make informed, responsible decisions. 
It requires clear institutional goals and guidelines, as well as clear boundaries. As a leadership 
strategy, trust is not easy to exercise. To begin with, teachers have to be sufficiently competent 
and reliable, whilst leaders need to have a significant amount of flexibility and enough self-
esteem to delegate. Likewise, a clear authority is essential for trust not to be perceived by teach-
ers as abandonment or institutional chaos, as shown in Figure 39.1.

According to my experience, professional trust can be represented in many different ways 
in different contexts. In a school context, it may imply allowing teachers to decide how to 
deal with discipline issues in each classroom, provided that they know the range of behaviours 
considered acceptable in the institutional culture. At university level, it could be exercised by 
letting each lecturer decide on the assessment criteria for their subject. In both the school and 
the university examples, short- and long-term objectives must be sufficiently clear, and support 
must be available.

I now describe the strategies that have emerged from my practice, in the belief that they 
could be relevant to colleagues in a variety of work environments.

Transferable strategy 1: Flexible collaborative partnerships

In this chapter, the idea of flexible collaborative partnerships is defined by the availability of 
opportunities for teachers to collaborate and cooperate with different professionals depending 
on their and their students’ needs. Some of these partnerships last for years and turn into friend-
ships, while others may last for days or weeks.

Insofar as teachers feel they are enabled to be part of this interdisciplinary work, their self-
efficacy, self-esteem and motivation are enhanced. In this style of work, status is not a prereq-
uisite for anybody’s voice to be foregrounded, so much so that partnerships occur among staff 
members with different hierarchies. All opinions are heard, valued and considered. This profes-
sional learning community spirit is strong enough for teachers to know they can potentially 
reach out to different team members for collaboration.

Thanks to the flexible nature of these partnerships, teachers can choose to work with whom 
they feel more at ease. Also, if paired up with professional trust, a distributed leadership style 
and ‘affective’ teamwork, teachers are given the opportunity to alternate between leading and 
following, supporting and being supported at the same time. The inherent variability in this 
conception of teamwork is directly related to leadership, which is thus ‘understood as a fluid 
and emergent, rather than as a fixed, phenomenon.’ (Gronn, 2000: 324), which may simply last 
until a problem is solved.

To illustrate the notion more clearly, I draw on data gathered between February and Octo-
ber 2017, which evidence occurrences of flexible collaborative partnerships taking place at a 
bilingual school in Uruguay.
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One of these was a planned partnership between a form teacher of English, the science 
coordinator and the academic coordinator in order to design a series of experimental lessons to 
motivate students. The form teacher, Inés, knew she could draw on the knowledge of both the 
subject specialist and the pedagogic leader. It is important to note that for this to operate as an 
instance of development for all those involved, professional respect and horizontality were essen-
tial. That is, even if the subject specialist and coordinator had a technically higher status than the 
teacher, within that partnership, nobody’s voice was more important. In fact, the English teach-
ers’ ‘local’ knowledge of her students was fundamental.

Equally essential for the success of flexible collaborative partnerships are reflexivity, flexibil-
ity and trust towards others in different hierarchical positions. This became evident in another 
partnership that was formed among the director general, the psychologist, the SEN specialist 
and another form teacher, Sofía, in order to prepare parents’ interviews. Both the pre-interview 
preparation and the post-interview reflection were essential learning opportunities for all those 
involved. This particular partnership required a significant amount of self-confidence, and the 
presence of trust was crucial in the building of rapport between Sofía and others in higher hier-
archical positions, for them to actually function as a team.

Another interesting instance occurred when a group of Spanish and English teachers spon-
taneously agreed to work on the value of empathy, joining an international campaign entitled 
en tus zapatos [‘in your shoes’]. This shows how within a trusting leadership model, teachers will 
often take the initiative to collaborate, thus evidencing their gains in self-direction.

Transferable strategy 2: Cooperative Development as a tool for 
professional learning

Cooperative Development (Edge, 1992, 2002) is another valuable strategy for professional 
growth that involves collaboration. As a non-judgemental discourse framework, Cooperative 
Development requires two colleagues, Speaker and Understander, who will interact (not neces-
sarily face-to-face or in real time) for an agreed period of time. The Speaker will articulate his/
her thoughts, and the Understander will Reflect these back, always bearing in mind the non-
judgemental nature of the interaction. This Reflection will allow the Speaker to see his/her 
thoughts from a different perspective in order to gain a deeper understanding of the issue at play.

Earlier in this year, Mariana, a 30-year-old teacher of English working with 5 and 6 year olds, 
expressed to me her unhappiness about her students’ behaviour. Since she and I had worked 
through Cooperative Development several times since 2014, I offered my support from this 
perspective. As Speaker, Mariana tried to articulate her thoughts and feelings about the problem, 
and in my role as Understander, I attempted to Reflect her thinking non-judgementally.

She begins the session by highlighting the importance of collaboration, and the idea that 
her assistant is just as important as she is, which to me was a vivid representation of the idea of 
distributed leadership at the teacher level.

 1
 2
 3
 4
 5
 6

A great asset in class is that I work with an assistant
teacher, and it’s always richer, and the other teacher
has always seen things that you haven’t seen and
together we make an analysis of what has been going on,
of how we can try to make it work, and the strategies or
what we can do with the child at the moment in class.
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She then expands on her views of why collaboration is important, highlighting the need for her 
to be part of a professional learning community, which she describes as ‘professional team-work’.

 7
 8
 9
10
11
12

And I really, really believe in team-work, and the more 
the merrier, and once the problem has turned into 
something where the child or the parents or the 
classmates are suffering because of the child’s 
behaviour it’s something that you can’t really do 
without professional team work.

She refers to the different sources of support she finds in the institution, showing her assertive-
ness and proactive nature when it comes to solving problems.

13
14
15
16
17
18
19
20
21
22

Generally the first thing we try is that we try to solve 
the problem in the classroom and if it persists, then 
the first person I resort to is the head and the 
psychologist. I try to ask them to go to the class and 
see by themselves because it is much, much better than 
telling them myself – what has been going on. When you 
see a child and you understand what kind of behaviour 
the teacher is talking about, it’s really, really more 
interesting to talk to someone once they’ve already seen
the child.

Implicit in her discourse is a complaint about the psychologist, and perhaps myself, not hav-
ing been to her class enough times; ‘When you see a child and you understand what kind of 
behaviour the teacher is talking about it’s really, really more interesting to talk to someone once 
they’ve already seen the child.’

She continues talking about her problem-solving strategies, telling me about the complex 
case of a boy whose behaviour she cannot really understand.

23
24
25
26
27
28
29
30
31
32
33
34
35

Two days ago, I asked the sports teacher, because 
there’s a boy that worries me a lot in terms of his 
behaviour and his understanding, and I asked the sports
teacher what he thought about the child. And he told me 
that when he explained exercises, or how to do things in 
sports class, [the child] understands. The thing is that 
I know that he’s a child who knows very well how to copy 
and imitate his friends, so I asked the sports teacher 
to collaborate with me, and we decided he could try and 
ask [the child] to demonstrate the exercise, as a means 
of checking instructions, before doing it. And I think 
this is going to be a great resource for me to see if he 
understands or doesn’t.
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As seen above, Mariana presents a clear example of how she spontaneously assembled a team 
for collaboration over a brief period of time, and how much she values interdisciplinary work.

She then goes back to the topic of collaboration, referring to this interdisciplinary work and 
to the professional learning community she feels part of.

36
37
38
39
40
41
42
43
44
45

Other staff members give you other perspectives, or 
perhaps just a tip, it gives you another way of trying, 
I don’t know, it’s rewarding, as a teacher it makes you 
feel you can count on others working with you. It gives 
you – for example, when I talk to the psychologist, 
there is not one time that I don’t go to a book and 
read. It makes me want to know more, it makes me want to 
read about what different people say about certain 
things. I want to know so that the next child who comes 
with something similar, I am way ahead than before.

In the above, Mariana clearly shows a desire ‘not to go out the same way we came in’, as 
expressed by Edge (2002: 1); ‘so that the next child who comes … I am way ahead than I was 
before’. That is to say, she interprets the present situation as a learning opportunity.

Within the Cooperative Development framework, horizontality is exercised and no status 
difference is intended to exist between Mariana and me. This may be seen as impossible or 
idealistic, but if approached reflexively and with sufficient awareness, my experience is that one 
can establish a working framework within which the most complex issues can be approached. 
In fact, Mariana is able to express her concerns about issues that are directly my responsibility.

46
47
48
49
50
51
52

Sometimes I think that it’s like parenting, you have to 
lay some ground rules, and this doesn’t happen that much 
here … I think it’s to do with how the institution works 
– perhaps the coordinator is not sure about what is 
expected of her. Sometimes you hear people talking about 
things they shouldn’t talk about, but perhaps it’s 
because they don’t know what is expected of them.

In the extract above, she clearly expresses she thinks there is a lack of clarity in terms of roles. 
Outside the CD framework, it would be quite risky for her to question the management so 
straightforwardly. Yet, within the framework, and in an environment of professional trust, she 
feels she can say it openly, as it will entail no negative consequences.

I have been using Cooperative Development as a discourse framework for more than ten years, 
not just with peers, but mostly with others in both higher and lower hierarchical positions. I have 
witnessed how it fosters teachers’ awareness of their professional selves, but also how it strengthens 
relationships. It is a strategy for professional development that requires trust, openness and honesty.

Voices from around the world

In order to continue exploring the intersection of leadership and teacher development, in this 
section I present vignettes written by colleagues from different backgrounds working in a vari-
ety of contexts, in answer to the question: ‘What kind of leadership practices are needed to 
facilitate the professional development of teachers of English in your context?’
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Rosana Glatigny, Teacher Educator, Argentina

Rosana highlights the need for interdisciplinary collaboration. She refers to the difficulties 
involved in working collaboratively and mentions some strategies she has applied in order to 
overcome them. Rosana believes that systematising interdisciplinary partnerships would be an 
asset in her context in Comodoro Rivadavia, Argentina.

The three of them were [teaching] experiences in which we thought together (coopera-
tion) but also they helped me grow because they taught me about their specific field, which 
in the end resulted in my personal and professional development. It was not an easy task 
because we [teachers] had different ‘logics’ so at the beginning we needed to put beliefs in 
common, we needed to exchange readings, points of view … I learned a lot about Educa-
tion, ITC, Pedagogy and Didactics, Psychology and what we call in Spanish el sujeto. My 
colleagues acknowledge the fact that they had the opportunity to go deeper into the field 
of Foreign Language Teaching and Learning and improve their knowledge of the lan-
guage. I also think that more experienced teachers could cooperate and collaborate with 
new teacher both of them would gain knowledge. Why? Younger teacher may have more 
technological skills, be more motivated, bring new ideas/theoretical standpoints and more 
experienced teacher could share their experience. Comodoro Rivadavia is a growing city 
with few qualified teachers, there are a lot of non-graduate teachers, and if you look at a 
map, we are far away from big cities like Bs As or Córdoba. In my humble opinion, profes-
sional development could by achieved by organizing study groups in which teachers could 
grow by collaboration and cooperation by reading material, debating about it, etc.

Like Rosana, I have also experienced the power of interdisciplinary partnerships, and how col-
laboration leads to personal and professional growth by making teachers exercise their inter-
personal skills.

Paul Breen, University of Greenwich, UK

Paul highlights the importance of fostering teachers’ self-direction for effective professional 
learning and reflects on the role of the leader, citing the creation of informal communities of 
practice (Wenger and Snyder, 2000) as an effective leadership strategy. For these communities 
to flourish, Paul suggests the need for a particular style of leadership that involves trust, which 
he describes as ‘a fine balancing act between hands-on involvement and a hands-off approach’.

In the first instance teacher learning ought not to be bound and delivered, but rather 
activated (Wilson & Berne, 1999, p. 194). Such activation is triggered only when teachers 
come to an understanding of their own knowledge and reach the point of ‘cognitive self-
direction’ espoused by Vygotsky (Manning & Payne, 1993, p. 369). Brockett & Hiemstra 
(1991, p. 29) define this as the ‘characteristics of an individual that predispose one toward 
taking primary responsibility for personal learning endeavours.’ This self-direction often 
occurs at the juncture of past knowledge and new experience (Vygotsky, 1978; Manning & 
Payne, 1993). In order for such self-direction to be triggered, reflection plays a crucial part. 
Thus, even though my approach to teacher education is essentially Vygotskian, I also believe 
that certain aspects of the developmental process are best fostered in constructive learn-
ing environments. One of the approaches that has worked best for me in cultivating such 
an environment is to draw upon the ideas of Wenger & Snyder (2000) in their suggestion 
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of creating informal communities of practice within the workplace. This is not easy and 
requires a form of leadership on the part of teacher educators that is a fine balancing act 
between hands-on involvement and a hands-off approach that allows the seeds of such a 
community to flourish. Again, going back to Vygotsky (1978), people learn through having 
their higher mental processes stimulated, and good leaders recognise how to achieve this. In 
my [doctoral] study, most of the teachers did become more self-directed and this suggests 
that such an approach works well.

Paul’s reference to the creation of informal communities of practice relates to the idea of pro-
moting flexible collaborative partnerships as a development strategy. For these to operate suc-
cessfully, affective factors play a fundamental role, and it is these that I now focus on, through 
Mariam’s voice.

Mariam Attia, Lecturer, University of Sussex, UK

Mariam focuses on the role of affect and collaboration in the professional development process, 
drawing on one of her recent publications (Edge and Attia, 2016). Like Paul, she mentions the 
importance of teachers attaining self-direction. She also refers to the role of trust in creating 
what she terms ‘emerging teacher communities’, specifically highlighting the importance of 
trust in collegial relationships.

In this short reflective piece, I wish to foreground the value of Cooperative Development —  
a discourse framework for practitioners as colleagues — in nurturing collaborative educa-
tional environments and supporting language teachers in their constant state of becoming. 
Whilst working as a language teacher at a private institution of higher education in Cairo, 
Egypt, my colleagues and I were informed that all our language classrooms were to be 
refitted with the latest educational technology. Naturally, the news sparked feelings of joy 
and excitement but when student laptops were installed, interactive whiteboards hung up, 
and satellite television tested, apprehension and anxiety started to creep in. Before long, we 
were all working in an educational environment of ubiquitous computing and networking. 
The transition was smooth for some and an uphill struggle for others. Reflecting on my 
teaching context back then, I think that supporting the use of Cooperative Development 
in workplaces can inspire effective bottom-up integration of information and communica-
tion technologies (ICT). First, because the approach promotes self-directed learning, it gives 
teachers responsibility for their own growth and helps them prioritise specific technology-
related issues. Second, the approach allows teachers to experiment with different digital 
media at their own pace, to space out meetings with colleagues, and to integrate technol-
ogy incrementally. Third, considering its non-judgmental non-defensive nature, Coopera-
tive Development offers teachers a safe space in which to address sensitive issues related to 
integrating ICT, for instance, institutional constraints, lack of confidence, and fear of failure. 
Teachers may find it easier to speak to a trusted colleague about such issues than to others in 
their professional environment. Fourth, the approach is not only built on trust but can also 
enhance trust among colleagues over time. Such empathetic relationships are key to continu-
ous teacher development in the use of ICT and to fostering emerging teacher communities 
in this area. Finally, considering the open and inclusive nature of Cooperative Development, 
teachers may appreciate a variety of benefits, which its adoption offers for effective technol-
ogy integration.
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Even though Mariam’s experience at university is described through the ICT pedagogy lens, it 
is similar to my own experience in using Cooperative Development in a school context. This, 
I believe, highlights the relevance of the framework across educational settings.

All three vignettes foreground issues in leadership and teacher development that have been 
present throughout the chapter; the role of trust, the importance of collaboration, professional 
learning communities and leadership styles. This reinforces the idea that these concepts and 
strategies are relevant across a variety of teaching and learning contexts.

Applications

In this final section I reflect on what I have learned from my experience, my action research and 
from writing this chapter. I intend to theorise my own learning, hoping that it can be relevant 
for others wishing to enrich their understanding of how leadership and teacher development 
interact.

By seeing the professional development process through the leadership lens, learners, teachers 
and managers become part of a cycle of continuous learning in an era of constant change. As 
shown in the data, collaboration needs to be exercised at different levels, not only between col-
leagues, but also with others in different positions. This requires a clear sense of professional trust.

For teacher development to be sustainable and effective, we need a combination of leadership 
characteristics that include a deep understanding of the local and institutional culture, valuing 
the affective aspects of teacher learning, and trusting teachers enough to offer the necessary 
independence for them to flourish. Going back to the ‘roots and wings’ metaphor in Edge 
(2011), we need to give teachers the roots, in the form of affect and opportunities for collabora-
tive learning, and also the wings to exercise their professionalism competently and confidently, 
in the knowledge that we trust them.

Trusting leadership will imply a constant state of seeking a balance between different forces. 
To begin with, in foregrounding the affective by making work a ‘safe’ place, as expressed in 
Mariam’s vignette, we must not lose sight of effectiveness. Also, as pointed out by Paul, we need 
to seek a balance between a hands-on and a hands-off approach that allows teachers to grow. 
This means that self-direction must be actively promoted, without losing sight of the impor-
tance of clear guidelines and supervision. Finally, knowledge of and respect for the institutional 
culture and tradition must be present, without halting the change forces that make a professional 
learning community dynamic.

Further research is needed in order to consolidate the relevance of the collaborative practices 
and strategies discussed in this chapter. To begin with, it would be interesting to gain a deeper 
understanding of the role of trust in other collaborative professional development environments. 
In addition to this, I personally intend to further my understanding of the role of collegial and 
collaborative discourses on teachers’ professional identity. Last but not least, I am convinced that 
the transformative power of Edge’s (1992, 2002) Cooperative Development framework deserves 
to be acknowledged and disseminated by means of further research.

Further reading

With the aim of providing an inter-disciplinary understanding of the issues of leadership and teacher 
effectiveness, I suggest four texts that explore different aspects related to professional development and 
leadership.
Cameron, K., Bright, D. and Caza, A. (2004) ‘Exploring the Relationships Between Organizational Virtu-

ousness and Performance’. American Behavioral Scientist, 47(6) 1–24.
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 Cameron, Bright and Caza present a view of organizational effectiveness in which they place forgive-
ness, trust, integrity, optimism and compassion as fundamental factors. Although not strictly related to 
educational settings, I believe the theories espoused by the authors are very much related to the notions 
of leadership I have focused on throughout the chapter.

Edge, J. (2002) Continuing Cooperative Development: A Discourse Framework for Individuals as Colleagues. Ann 
Arbor, MI: University of Michigan Press.

 Edge’s known book is becoming more and more relevant in today’s educational reality, in which there 
is often little space for reflection. Available online: <http://cooperative-development.com> (accessed 
23 May, 2019).

Frowe, I. (2005) ‘Professional Trust’. British Journal of Educational Studies, 53(1) 34–53.
 In a high-quality academic article, Frowe provides an in-depth discussion of the notion of trust in edu-

cational environments, which is central to this chapter.
Modoono, J. (2017) ‘The Trust Factor’. Educational Leadership 74(8). Available online: <www.ascd.org/ 

publications/educational-leadership/may17/vol74/num08/The-Trust-Factor.aspx> (accessed 23 May, 
2019).

 Modoono presents her arguments for intentionally building trust as an integral part of an educational 
community, since it will favour collaboration and an essentially positive school culture, which will in 
turn result in favourable results for students. She offers a series of strategies in order to create this trust-
centred school culture.
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