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Foreword
Tim Phillips

This volume offers a global view of innovations in the continuing professional
development (CPD) of teachers. The papers reflect the nature of teacher development
as a lifelong experience extending from initial training to throughout the whole
teacher’s career, and represent the wide range of needs and contexts to which
continuing professional development programmes respond. There is valuable
information here about how continuing professional development programmes

are designed and how they impact on the different stakeholders involved.

In recent years developments in technology have expanded the horizons for teachers
to learn, share and network. The British Council’s Teaching English website has been
aleader in this, providing training through webinars and guided study, sharing video
of classrooms and resources, and encouraging sharing among teachers across the
globe through its Facebook and Twitter communities. The papers in this volume
provide insight into particular ways in which technology can benefit teachers in
their development.

Evidence suggests that the quality of teaching in the school has the most influence
on learner achievement. Ifthat is the case, then the effort to improve teaching is
crucial for sustained improvement in learner achievement. It is therefore essential
to understand and to share examples of practice in continuing professional
development. Systems need to be in place to ensure that such development
programmes have a measurable impact on teacher and learner performance in the
classroom. Moreover, continuing professional development is not only a matter of
providing training; it is also essential to have in place effective support and mentoring
in school to ensure the teacher’s learning is put into practice inthe classroom.

It is also true that informal aspects of continuing professional development, such
;is professional reading, discussion and networking, can have a strong role in
helping teachers develop. The papers published here present many ways in

which effective continuing professional development can be achieved.

Il is intended that this volume will also help to stimulate debate around the world

on the importance of effective continuing professional development to education
systems. Continuing professional development should be relevant to individual
teachers’ needs, but it should also meet the needs of the school in which the teacher
works, and of the teacher’s wider role in achieving the educational objectives of the
school system and country. As teachers continue through their careers they will need
guidance on new skills and professional understanding. It is important that the
systems are in place to provide these programmes and to support the teachers’
implementation of them in the classroom.



The British Council is therefore delighted to be publishing this volume and is looking
forward to engaging further with ministries of education, school leaders, training
organisations and teacher bodies in assisting their work in continuing professional
development, in collaboration with the UK

Iwould like to express our thanks to David Hayes, the editor of this volume,
and all those who have contributed the papers published here.

Tim Phillips, Head, Teacher Development, English and Exams
British Council



Overview -

Innovations in continuing
professional development:
sector-wide, institutional arid
personal perspectives

David Hayes

lor this overview | begin by reflecting on what is meant by the two key terms

in the volume’s title: ‘innovation’ and ‘continuing professional development’.
Cambridge Dictionaries Online (http://dictionary.cambridge.org/) tells us that an
innovation is ‘(the use of) a new idea or method’ while the Oxford dictionary tells
us that to innovate isto ‘make changes in something established, especially by
introducing new methods, ideas, or products’ (www.oxforddictionaries.com).
Atthe heart of innovation, then, will be a change of some kind but this does not
necessarily mean that the change always has to be radical and wholesale. Small-
scale, incremental changes can also be innovative. The fact that we are making
changes to ‘'something established' tells us too that innovation is context-specific,
because what is ‘established’ differs from place to place. What is innovative in a
school system with good resources, where teachers are well trained and have
classes 0f 20-30 students will not be the same as what is innovative in a resource-
poor system where teachers may not have adequate training and are faced with
(lasses 0f 50-60 students. In one context, innovation could be the introduction
ol atechnology such as interactive whiteboards or a methodology such as
(Content and Language Integrated Learning (CLIL); while in another, it could be
Ilhe introduction of pair and group work into classes which have previously been
entirely teacher-centred. However, whatever the change, innovation will offer
new ways to approach some aspect of teaching-learning for teachers and the
liiospect of improved outcomes for learners in that specific context.

Continuing professional development (CPD) is, as all the chapters in this volume
.illest, a multi-faceted, lifelong experience, which can take place inside or outside
IIn; workplace and which often moves beyond the professional and into the realm
ol ateacher’s personal life too. The definition of professional development
aiticulated some years ago by Christopher Day encapsulates the range of
experiences that come under the purview of CPD:

Professional development consists of all natural learning experiences and those
conscious and planned activities which are intended to be of direct or indirect
benefit to the individual, group or school, which contribute, through these, to the
quality ofeducation in the classroom. It is the process by which, alone and with
others, teachers review, renew and extend their commitment as change agents to
the moral pm post' of teaching; anil by which they aciiuire and develop critically
Hit' knowledge, skills am | emotional intelligenct' essential to good professional


http://dictionary.cambridge.org/
http://www.oxforddictionaries.com

thinking, planning and practice with children, young people and colleagues
throughout each phase oftheir teaching lives. (Day, 1999: 4)

Consistent with this definition, a very broad view of CPD is taken for this volume,
encompassing activities ranging from formal, ministry-sponsored in-service
teacher training and development programmes for many thousands of teachers,
to small-scale individual initiatives focusing on personal development. The scope
of CPD thus runs from the structured to the unstructured, from the sector-wide to
the personal. It responds to different needs at different phases of ateacher’s
career, and is undertaken for different reasons and purposes at different times.
CPD is truly lifelong learning.

CPD assumes increasing importance as demands on teachers continue to increase
in most school systems, in what Hargreaves (1994) called ‘the intensification of
teaching’,a phenomenon in which ‘rapid shifts in the nature of work ensue from,
among other factors, government-driven waves o f'reform’and ‘restructuring’’
(Zipin, 2002: 2). This intensification has not lessened in the 20 years since
Hargreaves named the phenomenon and it has inevitably resulted in constraints
on professional development, as Day et al. (2006: 123) found in a study ofteacher

effectiveness in England:

Teachers across all professional life phases felt that heavy workload, a lack
oftime and financial constraints were important inhibitors in their pursuit
ofprofessional development.

These ‘inhibitors’ are commonplace, as are the demands on teachers for
constant professional renewal, which argue for more rather than less opportunity
for professional development in their working lives. The OECD (2011: 17) notes
that ‘those who are now teaching [are required to] adapt to constantly changing
demands in order to prepare students to play their part in societies which seem
to be evolving at a faster rate than ever before in human history’. From a policy
perspective, CPD is seen as centra! to improvements in the quality ofteaching
and learning in schools worldwide (Ingvarson, Meiers and Beavis, 2005: Muijs
and Lindsay, 2008). From a personal perspective, as papers in this volume will
show, CPD is critical in providing teachers with the means to cope with the
increasing demands placed upon them by external forces while maintaining their
individual capacity to take control of their own learning and to transform their
educational practice.

The challenge of providing opportunities for CPD in a country as vast as India is
the focus ofthe first chapter. Emma-Sue Prince and Alison Barrett describe how
British Council India has been working collaboratively with a number of state
governments (Assam, Bihar, Karnataka, Maharashtra and Punjab) to support

CPD for teacher educators as well as teachers in both their language teaching
skills and their English language proficiency. Whether large-scale, state-wide
cascade programmes or more restricted direct trainer and teacher development
programmes with limited numbers of participants, all of the initiatives have dual
aims of practical development of immediate relevance for those involved and

long term capacity building within the system so that shihv. .in1bHloi <)blo to



handle decentralised CPD in the future. Prince and Barrett also highlight the
need for the reach of CPD to extend beyond the traditional ‘recipients’ of formal
in service training - the teachers and, to a lesser extent, teacher-trainers - to
encompass development for all stakeholders in the system: ‘education officers,
senior academic staff involved in project design, principals and senior officials
responsible for designing and managing implementation’. This is important not
least because these groups can inhibit as well as promote CPD for teachers.

Or, to cite the metaphor used by Amol Padwad at the launch of a book of case
studies of CPD in India (see also Chapter 11): ‘when you're on your CPDjourney
you still need to buy your ticket." Prince and Barrett explain that: ‘In an Indian
teacher’s case, the school principal, the block or district education officer, the
state machinery or even national policy might man the travel desk’. CPD thus needs
to be seen as holistic, for the system as well as for individuals. If senior officials
understand the nature of change at the individual level and see CPD as intrinsic
to the system, perhaps the problem of innovation identified by Havelock and
lluberman some 40 years ago, and which unfortunately remains common

in so many contexts, may be avoided:

It isimportant to understand that innovations are not adopted by people on the
basis of intrinsic value of the innovation, but rather on the basis of the adopters’
perception ofthe changes they personally will be required to make. Those designing,
administering and advising on projects do not generally have to make very many
changes themselves. Their task remains the same. It is others who will have to
modify their behaviours and very often to modify them rapidly in fairly significant
ways, and with little previous or even gradual preparation. These are typically the
kind of rapid and massive changes which planners or administrators or advisers
would never plan, administer or advise for themselves. (Havelock and Huberman,
1977; cited in Bishop, 1986: 5; original emphasis)

( hapter 2, by Jamilya Gulyamova, Saida Irgasheva and Rod Bolitho, discusses
experience in Uzbekistan ofjust such an innovation requiring significant change in
established practice. In this case, educational reform after the end ofthe Soviet era
I»resented an opportunity to radically change the curriculum for the pre-service
1i.lining and education ofteachers of English, which had previously focused on
study of linguistics and language systems with methodology taught as atheoretical
i.itherthan practical discipline. However, rather than leading to rejection and failure,
lhe curriculum reform project provided the stimulus for CPD for a variety of project
1);it ticipants, teachers and other stakeholders. In part, the project has been successful
because change, though significant, was incremental and organic rather than rapid
,Jiikl imposed. In part, success has been due to arecognition that it was important
10 understand and to deal with vested interests that favoured the maintenance of
llie status quo change isthreatening to those who have risen in the hierarchy under
lhe established order. But above all, success has been due to the opportunities the
project provided ‘for individuals to stretch themselves professionally beyond their
comfort zones and into areas they had not previously explored’, within a supportive
Nlamework characterised by collaborative teamwork, intensive discussion and the
freedom to evaluate new ideas from their owti perspectives. The benefits of such
an approach, which was endorsed by the Ministry of Iliclhei and Specialised



Secondary Education in Uzbekistan, are amply demonstrated in another notable
feature of Gulyamova, Irgasheva and Bolitho’s chapter, that is the space it gives to
project participants to speak for themselves. Their narratives bring the project to
life, providing vivid illustrations of their varied experiences, their successes as well
as the struggles they went through over time. Chapter 2 offers, then, many learning
opportunities (though, of course, not the only ones) for those who wish to initiate
and sustain large-scale, sector-wide reform programmes.

The following two chapters take us from the state to the private sector. Anne Burns
and Emily Edwards (Chapter 3) recount a sector-wide initiative by English Australia
to promote high levels of professional practice among the 2,500 teachers working
in the English Language Intensive Courses for Overseas Students (ELICOS) sector.
This was achieved through an Action Research (AR) project (for which Burns
provided professional guidance), with teachers from across the sector invited to
develop outline research projects that they wished to conduct in their institutions.
A number of these were selected for support. Among these in 2012 was one by
Edwards, who provides an account of professional development from a personal
perspective through her participation in the AR project. AR was chosen because of
its 'transformative power’ and Edwards’ account demonstrates clearly its potential
to act as a catalyst for CPD and career progression. Just as significant, though, is
the impact participation in the AR project had on her students’ learning. Edwards
became more connected to her students’ needs, helping them to improve their
writing abilities, while her decision to negotiate with them in the development of
self-directed learning materials led to an increase in their self-study skills, essential
for their university studies beyond the English programme. Burns’ and Edwards’
conclusion that ‘Providing teachers with opportunities to conduct action research
as aform of CPD is an investment in teacher quality; and ultimately teacher quality
leads to enhanced student learning’ is clearly established here. Though at its
inception this was atop-down project, its success relied on the active engagement
of teachers in the innovation, demonstrating a similar synergy between top-down
and bottom-up approaches to that we saw in India. Here it was English Australia
that was manning the CPD ‘travel desk’.

In Chapter 4 Isabela Villas Boas examines the experience of her own institution,
Casa Thomas Jefferson, in Brazil, in developing multiple opportunities for its teachers
to access professional development, differentiated according to their needs and linked
to their career stages. In an organic process over a number of years, her institution
has moved towards ‘Visionary Professional Development’, which is professional
development centred on the needs of the teachers and which contributes to atrue
learning institution rather than adopting a ‘one size fits all’ approach, with managers
deciding on topics for one-off workshops attended by all teachers at pre-specified
times throughout the year. Teachers were always ‘recognised as the lifeblood of an
effective institution’ but now their own agency is seen as central to the development
of the learning institution. Teachers are notjust offered choice among a range of
CPD alternatives proposed by the institution, but are encouraged to propose projects
which they feel are important to their own development. The end result is Ihat Casa
Thomas Jefferson has developed a learning community in which .ill Ic.u hei s,



whatever their level of experience, feel valued and respected, are encouraged to
develop professionally in ways appropriate to their needs within the institution and
are enabled to connect to the wider ELT community beyond its walls.

What both of these chapters make clear is that the private sector, which is often
characterised, as Burns and Edwards put it, ‘as being concerned more with income
generation than CPD), is far from being consumed by the profit motive. Private
sector employers recognise that investing inteacher quality is an investment in the
strength of their business: more professionally skilled and personally satisfied
teachers leads to improved teaching and learning in the classroom, which, inturn,
enhances the reputation of the institution, which then leads to increased demand
Tor its classes.

Ihe next chapter by Smith, Connelly and Rebolledo extends the concept of
leacher-research as a catalyst for CPD from the generally well-resourced private
sector, which we see in Burns and Edwards' chapter, to the extremely challenging
conditions of state secondary schools in Chile. They paint a picture of a school
‘.ystem which has been blighted by under-investment and historical associations
of teaching as a ‘subversive’ profession, where teachers have low incomes and low
\tatus and teach on average 38 hours a week in classes with 40 or more students.
lil tie wonder that teachers suffer from demoralisation and are reluctant to engage
in professional development programmes. This does not seem fertile ground for

J project which would involve teachers in additional work by engaging them in
iesearch. Nevertheless, Smith and his colleagues decided that they needed to
move away from the traditional one-off, top-down, INSET courses which had been
lhe staple of ineffective CPD in Chile for so long, and to attempt to involve teachers
in Iheir own professional development through voluntary teacher action research.
lhey also felt that Chilean teachers’ sense of vocation and commitment to their
mindents’ learning, despite the conditions of their work, which had been found by
Avalos and Sotomayor (2012), gave them cause for optimism.

Iheir description of the difficulties they faced provides important lessons for
anyone designing similar programmes. They discovered that decisions on such
lliings as the choice of online platform and even when to begin the project had
important implications for teachers’ capacity to become involved. However,

what is striking is that, in spite of the difficulties, the project showed that even in
conditions which seem hostile to CPD there will always be teachers whose sense
i3 vocation and whose desire for self-improvement will push them to overcome
obstacles in their path. Yet they also found that teachers’ commitment needs to
lie complemented by enabling conditions that take account of contextual
constraints and provide forms of engagement which fit the pattern of their
everyday lives. A significant enabling condition was an official Ministry of Education
letter approving teachers' participation in the project, another example of the
Impor lance of top down/bottom-up synergy for effective CPD evident in other

i hapters in this volume. Ultimately, the project succeeded in demonstrating the

i apacity of teachers to engage in research as a form of CPD, despite their difficult
wm king conditions leachers' own narratives exemplify the professional learning
lli.il look H<h e, llu'ii (apacily to analyse llieii own practice, and its impact on their



relationships with their students. Above all, teachers felt empowered by the experience,
or in the words of one teacher: ‘You realise thatyou can make a change and that

itis inyour hands".

Challenging conditions are also faced by Andy Keedwell (Chapter 6) in his account
ofthe introduction of self-access centres within the Peacekeeping English project
in Ethiopia and, particularly, the English for Security and Defence project in
Afghanistan. These range from the polar opposites in Ethiopia of neglect of
self-access resources (non-functioning computers, dilapidated buildings) to their
over-zealous protection (unwillingness to allow users to borrow books, a single
key-holder for the centre often called away on other duties) and the physical
dangers ofthe security situation in Afghanistan. However, it is not these conditions
that Keedwell identifies as the biggestthreat to the establishment of effective
self-access systems; but, rather, the prevailing beliefs at all levels about what
constitutes teaching and learning, which failed to acknowledge the very concept
of autonomous learning. In this situation a systematic CPD programme was critical
to changing attitudes of key stakeholders to autonomous learning and to ensuring
that resources were effectively utilised. Keedwell found that it seemed to be easiest
to influence the attitudes ofthose closest to the chalk face - not surprisingly, as the
centre teacher-coordinators had the most direct experience ofteaching-learning.
Yet, consistent with experience discussed in other chapters of this volume, it was
other gatekeepers - in this case senior military administrators - whose understanding
of autonomy and choice for language learners was most needed ifthe project was
to succeed. There is an unfortunate tendency among project managers to focus on
the disbursement of resources as indicators of success in establishing self-access
systems, but the central lesson of Keedwell's chapter is that ‘innovation depends on
people and not things’. There is little point in providing sophisticated infrastructure
for self-access centres ifthe concept of autonomous learning is not understood by
those responsible for managing and running the centres. As the chapter illustrates,

CPD can be instrumental in shifting the focus from things to people.

Beyond self-access centres, information and communication technology (ICT), in its
various guises, is increasingly being regarded as an essential ‘thing’for education and,
concomitantly, e-learning is nowadays seen as a central element In continuing
professional development for teachers in many systems. Four of the chapters in this
volume showcase the potential of ICT for CPD in a variety of contexts. The first of these,
by Russell Stannard and Savraj Matharu (Chapter 7), discusses the development of
Stannard’s award-winning, innovative site www.teachertrainingvideos.com(TTV.com),
which was designed to help teachers use technology in their teaching, as well as
another site www.multimediatrainingvideos.com,which supported a ‘flipped’ MSc in
Multimedia course, providing training in the use of software through online videos
and thus freeing classroom time for more engagement with students in tutorials.
Key to the success of TTV.com is its flexibility and ease of access - allied to the fact
that there is no costto users. Individual users can work at their own pace, can stop,
start and review videos as they wish, when they wish. In this way teachers are truly
In charge oftheir own CPD, choosing notjust the topic they wish to learn about,

but also controlling how they proceed through the materials, bolstering lheii
confidence before they use the technology in their own classes. Bolh “H  (kuikmi-.li ,ito


http://www.multimediatrainingvideos.com

he value of screen capture as a means to deliver training to viewers who can
icrsonalise their own use of the materials. TTV.com continues to be updated in
esponse to user feedback, which in itself provides a CPD opportunity for the site’s
;reator as he assesses the ideas and suggestions for improvement while striving to
<eep the original objectives in sight. As Stannard and Matharu note, in the world of
echnology it is alltoo easy to be beguiled by the newest piece of software but that

loes not necessarily mean it will provide an improved user experience.

he second ofthe chapters concerned with ICT, by Evdokia Karavas and Smaragda
'apadopoulou, explains how online communities of practice evolved as a means of
iroviding CPD to Greek primary school teachers in the context of a policy decision
o teach English from Grade 1 rather than from Grade 3. Feedback on the first
)Jhase of atraining programme confirmed that teachers were heavily in favour
)freflection on practice and collaboration with colleagues as preferred modes

)f CPD. Online communities of practice were seen as the way to capitalise on
eachers’ preferences, enabling greater individual control in a highly centralised
system in which adherence to system norms usually takes precedence over
Hlividual expression. Karavas and Papadopolou describe the features of the
)latform and how its various components motivated teachers to share knowledge,
acilitated the incorporation of new understandings ofteaching into teachers’ daily
iractice and helped them to build new networks of supportive colleagues. All of
his was done within a user-friendly social platform and a structure which also
irovided a place for school advisers as facilitators of groups. School advisers have
heir own group, through which they share knowledge and ideas, and keep abreast
)fdevelopments in Communities of Practice (CoPs) in other areas ofthe country,
hus their roles are changed from traditional providers oftop-down, one-off INSET

seminars, but their place in the system is re-validated in more effective ways.

".hapter 9 also deals with a specific country context, in this case Oman. Sarah Rich,
Stephen Monteith, Salima Al-Sinani, Maryam Al-Jardani and Hilal Al-Amri were all
nvolved in designing and running an online CPD course for teachers across the
;ountry, many of them in remote geographical locations. A collaborative venture
between the Ministry of Education and the British Council, the course was the first
)l its kind in Oman. Instead of creating something completely new, however, they
leaded to utilise an existing course and work towards an external qualification,

he Cambridge Teaching Knowledge Test (TKT), while ensuring that the course took
iccount of the socio-cultural and educational realities of teaching in Oman. This
lecision was based on the lack of experience in developing online courses in the
country, while careful scrutiny ofthe content led them to conclude the course was
jppropriate to the needs of the target group ofteachers and offered opportunities
o develop locally appropriate understandings of classroom practices. Though
here were a number of logistical challenges, principally deriving from multi-site/
nulti-country support mechanisms for the teachers, feedback from participating
eachers was overwhelmingly positive and they have requested more courses of
his kind. In interviews and focus groups, teachers said their principal challenge
i.kl no relation to the course itself but was the difficulty more than half of them had
n accessing the internet at homo. Another issue, common to all kinds of online
earning, was balanc mg lheii eveiyd.iy wot kloatl with IThe addilional demands



"I H' L r,i Inlhr. icspect, the motivator of the TKT may have provided incentives
Ini In.nlirr, lo (onlinue by providing the prospect of international professional

i cl W .illoii .ind validation. As the authors acknowledge, in the pilot project
ilr1ar.M'il here, they have not been able to determine the extent to which the CPD
i cnum”, have affected classroom practice, nor investigate the development of online
(ollaborative communities of practice (which are important for sustainability),

bill they are actively seeking to do so in future iterations.

I'he last of the ICT-focused chapters, by Clare Woodward, Malcolm Griffiths and
Mike Solly, shows that CPD through ICT is no longer the preserve of wealthier
countries. Indeed, the explosion of mobile phone usage in countries in Asia has
provided the opportunity for far greater outreach than more traditional online
forms of development dependent on access to computers with reliable internet
connections and fast download speeds (we have noted the problems with this in
Oman). In India, for example, Prince and Barrett (Chapter 1) note how using text
messaging was a popular and effective way to support teachers in schools.
Working in Bangladesh, with a long history of ELT development projects, some
more successful than others but none with any significant, lasting impact, the issue
became one of how to provide CPD opportunities that could reach the huge
number of teachers inthe 100,000 schools requiring support but which would also
be sustainable in the long term. The approach adopted was to take the training to
teachers with video on mobile phones, providing a ‘view anywhere, view anytime’
package. Even though inthe pilot stages the project has provided phones to
teachers, this is unsustainable in the long term, and probably unnecessary given
the rapid expansion in phone usage. Rising from 36 million users in 2008 to 116
million users in 2014, it is clearly feasible to reach the entire target group through
this approach provided that the training material is in aformat compatible with
most phones. Experience from pilot phases has shown that the human element in
technology-facilitated training remains important. The video materials on SD cards
are mediated by a guide who becomes personally known to teachers, who feel that
she is speaking directly to them as individuals. Further, peer support is integrated
into the programme design: two teachers from each school engage with the
project and these teachers meet other pairs from ten to 12 nearby schools

every six to eight weeks to share experiences rather than to be ‘trained’. Here,
communities of practice are crucial in enabling teachers to collaborate and make
the best of professional development opportunities offered in another form. And,
resonating with experience in other chapters in this volume, the need to engage
with and secure the support of other stakeholders in the education system - head
teachers and other local and national-level administrators - is also important in
developing facilitative, positive attitudes to innovative CPD for teachers.

Engaging stakeholders across the education system was critical in the genesis

of India’s ‘Continuing Professional Development Policy Think Tank', discussed in
Chapter 11 Amol I'adwad and Krishna Dixit: explain how the Think Tank contributed
to a change in peiception about the role of CPD from something initiated by the
state for teachci . to .i more complex understanding in which teacher agency took
centre stage. Providing lhe stimulus for a shift in perceptions of CPD in India from a
peripheral issue to a (initial concern, as the Think Tank did, was ,i niajoi .k lilovrmcnl



m a country of such immense size and diversity. India has 1.3 million schools,

>"1 million students and 7.2 million teachers (not including tertiary institutions),
providing significant logistical challenges for any programme of teacher and school
improvement. Even a single state is the size of many other countries. Karnataka, for
example, has roughly the same population as Italy, though only the same GDP as

( roatia; while Rajasthan has the same population as Thailand and GDP equivalent to
that of the Dominican Republic (see www.economist.com/content/indian-summary).

I ven though, for the Think Tank, CPD came to be seen as ateacher’s responsibility,
llioy recognised that it was something that could not be done alone. Padwad and
l)ixit note that ‘support in the form of policy provisions, resources, incentives,
lieedom and opportunities was crucial for CPD’ and it was here that the state took
lesponsibility. For CPD to be successful, then, the education system as a whole has to
provide the enabling conditions and offer adequate scope and opportunities within
,i framework that allows teachers to personalise their professional development
choices. The Think Tank provided just such an opportunity for ‘the evolution of the
members themselves in the course of the work.” Padwad and Dixit note that ‘There
were remarkable changes in perceptions, perspectives, concerns and understanding’
lor Think Tank members, thus illustrating the basic truth that professional
development is lifelong, no matter how ‘senior’ one may be in an organisation.

Chapter 12 in this volume focuses specifically on CPD for teacher educators
university teachers and educational officials responsible for the pre-service training
and in-school support of teachers in South Korea. Kyungsuk Chang, Youngjoo Jeon
and Heeseong Ahn conducted research with 64 university professors and 56 officials
Irom the 17 local offices of education in the country to establish their engagement
in CPD and how this related to government-mandated performance evaluation. These
two groups are now under pressure as a result of continual government-initiated
education reforms, which are designed to improve the ‘competitiveness’ of education
al all levels. Inthe research, Chang and her colleagues, using questionnaires and
lollow-up interviews to collect data, found that CPD opportunities for teacher
educators in both groups were constrained by the formal evaluation systems that
had been developed in response to government policies. While both groups of
teacher educators were very aware of the need for self-development to help them
lo cope with the needs of a rapidly changing society, very often the evaluation
system was inimical to that development, pushing them (in the case of professors)
lo locus, for example, on quantitative measures of how many publications they had
in a given year rather than how they had developed their teaching; and, inthe case
ol education officials, to attend as many courses themselves as possible as these
are a major criterion in evaluation, irrespective of whether they were relevant to
their own needs. Professors themselves are aware of the dichotomy between
iesearch and practice, as one commented: ‘They should not be separated but,
shamefully, we very often see research results are not fed back into practice or vice
versa.' Meanwhile, local education officials see theirjobs more as office work than
supporting teachers in schools: as one said: ‘I'm very often sceptical about whether
| was selected as an education professional or as an administration assistant'. The
lessons from 1liis study are lhat, no matter how well meaning in theory, government
policies whi< h lail lo lake a<eounl ol the contextual realities ol individuals’ working
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lives and which constrain their opportunities rather than support their choices,
stand little chance of bringing about the desired ‘improvement’. Teacher educator/
teacher agency is critical to effective professional development.

Last, but very far from least, in her chapter Anne Wiseman revisits a project in Bulgaria
a dozen years after its formal end-date. Her evaluation is innovative, notjust because
of this time dimension, rare in any project evaluation, but also in that it focuses not
on the usual quantifiable outputs of traditional evaluations, but on the impact of the
experience of the project on the individuals centrally concerned, told through their
narratives. As we saw in Chapter 2 by Gulyamova and her colleagues in Uzbekistan,
narratives can bring a project to life, providing vivid illustrations of participants’
experiences over time; and in Wiseman’s chapter we are able to see in particular
the long-term impact on the people involved. Impact came notjust in the intended
outcomes - improved skills as trainers, for example - but also in the unintended
outcomes. These were both personal and professional. Yet again, the notion of a
community of practice comes to the fore. The participants in the original project
have a lifelong bond, built on shared experiences and shared understandings of
practice, as one said: ‘The thing is that | say something, just two or three words,

with Elena and she understands. With other people, even university people who
haven't been part of this group, | have to explain myself.’ Beyond the professional,
the personal impact was often transformative too, creating a new sense of
possibilities for project participants Cl learnt to swim at 40,1learnt to drive and

now | am learning Turkish’) and those around them (‘This changed my life. So when
my husband, for example, got involved in new things, it was thanks again to the fact
that | encouraged him to do this'). Of course, change may not be without tensions,
an ‘inside struggle’, reinforcing the lesson that one cannot underestimate the time
needed for significant shifts in practice to be assimilated into an individual’s
professional frame of reference; and, as the narratives in this chapter show,

for impact of an innovation to be felt in other parts of the education system.

The chapters in this volume cover a wide range of geographical areas,

educational contexts and examples of how CPD enriches teachers’ professional
lives, which, in turn, contributes to student learning and overall improvement in
the quality of school systems. They have not glossed over difficulties encountered,
learning from these as well as their successes. Inthe current educational climate,
where ‘accountability’ is often a synonym for bureaucratic control, and when
international comparisons such as the Programme for International Student
Assessment (PISA) are taken as measures of a country’s educational ‘success’

or ‘failure’ (Meyer and Benavot, 2013), it seems to be increasingly difficult for
teachers to focus on their own long-term development to offset the myriad
short-term demands on their time. However, in the final analysis, all the contributors
to this volume show that there is scope for teachers’- and teacher educators’

- continuing professional development even within the most initially unpromising
frameworks. Furthermore, whatever the conditions, the narratives that illuminate
many of the chapters provide ample evidence of the value to individuals of finding
the space, either alone or (preferably) in acommunity of practice, to make use

of the CPD opportunities that can be found in their contexts.



lii conclude, | hope that as a reader you will find in each chapter something that
k .onates with your own experience and which you can use to inform your own

i (inlinuing professional development in some way. May this book act as a travel

desk for your own CPDjourney.
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Continuing professional
development in action:
an Indian experience

| mma-Sue Prince and Alison Barrett

I‘art L Defining CPD in India
I nglish partnerships between the British Council and state governments
I vi i yone wants quality education for his or her children. The key to unlocking
Ilii'. quality depends primarily on teachers. Teachers need to be supported and
motivated to enable children to achieve their potential. For this to happen, teachers
inm'( to have the opportunity to refresh and enhance their skills throughout their
IH(Sessional lives. A lifetime of teaching requires knowledge, skills and behaviours
M1 continuously develop and evolve. This is encompassed in the concept of CPD

i ontinuing professional development.

Willi an estimated 3.2 million English language teachers working in government
.ind private schools across India, the challenge of providing all of them with access
in high quality and relevant professional development opportunities is immense.
li.ichers’ needs are often basic and fundamental; they work in low-resourced

i l.issrooms using linguistically challenging textbooks and often do not speak

I liglish themselves. Professional development offered by the central and state
govornment tends to focus on mass training-based solutions, often through
1Mg<mscale cascade models which provide limited scope for need-based and
flexible inputs. The skills and experience of the teacher educators is variable and
Ihr lecture method tends to dominate, but, more critically, follow-up and school-
based support is rare (NCTE, 2010).

".inc (i 2008 the British Council has been working in partnership with a number of
m.lilo governments in India to design and implement in-service English language
liMcher education projects aimed at building teacher-educator and teacher

. apacity. They also aim to increase capability to improve language teaching and
| nglish language confidence, and to support ongoing professional development
loi teacher educators and teachers. Initially, the British Council was requested

lu provide short in-service trainer and teacher-training courses for existing
gnvci nmcent teacher educators, or master trainers, who then trained teachers.
Allhough state government partners, educators and teachers were satisfied with
Ihr quality and impacl of Ihese courses, lliey iocognised that one-off training

pi ogrammes would not bring .iboul sustainable <lassroom change in the medium



to long term. Subsequently, state governments started to commit to longer periods
and current British Council projects with the state governments of Bihar, Assam,
Maharashtra, Punjab and Karnataka now run from two to five years.

Each projectldiffers in scale and focus: some are large-scale cascade in-service
programmes (Maharashtra English Language Initiative for Primary Schools (ELIPS),
Maharashtra English Language Initiative for Secondary Schools (ELISS), Karnataka
English Language Teacher Education Programme, Punjab English Enhancement
Programme); others are small-scale in-service programmes based on a day release
model of direct trainer and teacher training (Maharashtra English for All, New Delhi
Municipal Corporation, Bihar Language Initiative for Secondary Schools (BLISS));
and one supported the government of West Bengal in the development of a
primary curriculum and textbooks. Generally though, the projects share the
following design features:

1. Collaborative planning and implementation with state agencies and/or
core teams of representatives from government, based on a comprehensive
needs analysis. An example of atypical needs analysis report can be found
here: www.mpsp.maharashtra.gov.in/fupload/News/Needs_Analysis_
Report_- ELISS 2013.pdf

2. Selection of master trainers/teacher educators2conducted by the
British Council against four parameters of language ability, motivation,
skills and knowledge.

3. Core training for trainers and teachers using course materials linked to
national and state curricula and textbooks, and using films of local teachers
in typical classrooms, usually conducted in a split training model (phases of
face-to-face training conducted in blocks over an extended period of time).
Training is conducted by Indian teacher trainers who are recruited, trained
and managed by the British Council.

4. Teacher training is generally conducted by pairs of government master
trainers/teacher educators with individuals and/or cohorts monitored and
evaluated for progress and impact against performance indicators (separate
indicators for trainers and teachers) as well as learning assessments and,
where appropriate, language assessments.

5. Orientation sessions and access to professional development
opportunities, such as workshops in managing change in BT, for
principals and education officers.

6. Follow-up activities (between phases of face-to-face training).
These include, for example:

- learning assignments

- action research projects

1 Details of the individual projects can be found on the British Council India website at
www.britishcouncil.infenglishpartnerships

* Master trainers: teachers who are temporarily appointed In Ixain other teacher.; U2n Itd mini .ilm
full-time educators who train and suppoi | teachers a: school level,
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- access to TeachingEnglish Radio India programmes and teacher

development films with supplementary self-access study worksheets
- SMS training and teaching tips

- access to teacher support networks (Facebook, call centre, email groups,

teacher association branches)
- professional development competitions

- regular use ofjournals and portfolios.

lhe aim is to strengthen the cascade model typically used by the state governments
lhrough the introduction of additional CPD activities, while building capacity within
the system so that states may move to more decentralised models of training in the
luture. Working with institutions such as State Councils of Educational Research and
Iraining, Sarva Shiksha Abhiyan (Universalisation of Primary Education) and the
Kashtriya Madhyamik Shiksha Abhiyan3(Universalisation of Secondary Education),
we have trained over 8,070 master trainers or teacher educators, who have directly
impacted over 836,190 teachers to date through these projects.

Ihis chapter will highlight the ways that the British Council India has worked and is
working with both internal and external stakeholders to deepen their understanding of
the meaning of CPD in the Indian context. It will also identify contextually appropriate
systems, process and tools which can realistically be integrated into in-service

training programmes to promote, activate and support CPD at the grassroots level.

Why is CPB important?

(hapter 11 in this volume, written by Amo! Padwad and Krishna Dixit, discusses the
British Council’'s CPD Policy Think Tank, an initiative which ran from 2010 to 2012
and culminated in a publication, Continuing Professional Development: Lessons from
India (2012), edited by Rod Bolitho and Arnol Padwad. Throughout this chapter, we
use the working definition of CPD agreed as part ofthe CPD Policy Think Tank

initiative as our framing definition:

CPD is a planned, continuous and lifelong process whereby teachers try to develop
their personal and professional qualities, and to improve their knowledge, skills and
practice, leading to their empowerment, the improvement of their agency and the
development of their organisation and their pupils. (Padwad and Dixit, 2011: 10)

I must be noted that this definition does not subscribe to the ‘narrow’ view of CPD
prevalent in India and indeed many countries (Padwad and Bolitho, 2012), which
lends to focus on face-to-face training courses as the primary path to improving
leacher performance. Rather, this definition caters to a broader view of CPD which
embraces a number of activities, such as mentoring, self-evaluation, action
iesearch, peer coaching and learning, as legitimate and effective forms of CPD.

1 .lining isjust one stop on the CPD journey towards quality teaching and learning,

as the poster in Figure 1 illustrates.

S( herriG'. launched by lhn government of India with the* objective <1 onhanc ing «<<<e «lo primary and
secondary (nlucatlon and improving II'. quality. Son: www.mhn Mjov.In/PI'litrlya madhyamik shiksha abhiyan
mid http://vMi.nic.In/
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Figure 1: CPD poster designed by Professor Kirti Kapur, NCERT,
as part of the British Council’'s CPD Policy Think Tank Initiative

CPD is an autonomous activity, undertaken by the individual, but the most effective
CPD happens through collaboration and sharing of learning and experiences.

All of this, as well as critical self-reflection, helps to build a stronger sense of
self-awareness and accountability. British Council projects are designed with the\e
principles in mind, as well as the following beliefs about teaching and learning:

1

English is best acquired through communication and students should be
given as much opportunity to use it in the classroom as possible.

Collaboration through task-based group and pair work has a very positivie
effect on learning.

Teachers and students become motivated and develop a positive altitude
to learning when it is engaging and fun and relates directly to their ik<ql
and context.

Change can only be achieved if teachers are encouraged to reflect on llidi
current teaching practice and their personal beliefs about teaching.

Through experiential teacher education and development activili<m mm i .r.
peer teaching and lesson planning, teachers can practise and develop then
teaching skills and knowledge more effectively.

Teacher education and development programmes should provide .i mi» 4
teaching skills and subject matter knowledge.

The relationship between the teacher and student or Ilk-le.it liei <l h.n» <
is fundamentally important and should be based on mutual respect....1
understanding.'l

iource: www.britishcouru il in/Mlc./brilishcouncil.in?lilcVouf bohrll (i 'UM pdf
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Why is CPD important in India at this time?
(Oln> of India’s priorities, now that levels of school enrolment are starting to approach
100 per cent, is to improve the learning outcomes of over 280 million learners
i lying in the 1.41 million schools across the country. For this to happen the
1111.1Xjy of teaching is paramount and much work is being done on raising teaching
iMlitlords across the country. While it is important to know how much money is
I»'iiiil spent on such inputs as teacher education and physical facilities, policy
..... ime. recognise that it is equally important to know what children are learning
m Ilii* (lossroom. What kind of knowledge, skills and attitudes does the education
t ,i>mii develop? How do assessed learning outcomes reflect the stated goals
ii ml ol >|ectives of national education systems? What factors are associated with
M'hli nl achievement? Policy makers argue that students will need higher levels
i liniwledge and skills if they are to participate meaningfully in the world of work,
*i" .Kicess further or higher education. English language is key here too; not
i i.i requirement for the workplace, or perceived to be, but also for access to
w'ni ollon at the higher levels where the medium of instruction is largely in English.

"iniii | outcomes are defined as what a student knows, understands and is able
in i. i.,iresultofalearning activity. The key word here is ‘do’, particularly in the
11'ini « of English language teaching and learning where using the language is

nnl In success. Rukmini Banerjee, Director ASER Centre, citing evidence from
[ - ol Status of Education Report (ASER) published by India’s largest educational

" ii.1lham, suggests that current learning outcomes of basic reading in English

i" | She states that ‘about half of all rural children in Class 8 can read a set of

1. .i'iitences and of those who can read about three-fourths can explain the

t .mi Hi of what they have read.’ (See www.hindustantimes.com/comment/
it , i when-and-how-english-should-betaught-in-schools/article1-1166370.aspx)
ib |11 outages vary across the 35 states and union territories, but it is clearthat
i ii ore not learning as well as they should. Improving the quality of teaching
i |iloys a huge part in improving outcomes. CPD is, in turn, a key component
* iM standards and of improving the quality of teaching.

hi Hi noting here how critical it is that the partner organisation has strong
.. 11 lent with and buy-in to CPD. As Amol Padwad stated at the launch of CPD:
mi  liom India, when you're on your CPDjourney you still need to buy your
ii- hion Indian teacher’s case, the school principal, the block or district
h  mi officer, the state machinery or even national policy might man the travel
Hii | so it is essential that there is a shared understanding of what CPD is, so
K hors may be permitted to buy their own ticket and follow their own CPD
ity | ven though CPD opportunities are now available online and internet
increasing fast- 238 million internet users were recorded at the end of
H i *Al, 2014)-few government school teachers have or can afford regular
I 1Jot only this, but the extent to which they use the internet is heavily
...... 1>y barriers ranging from their own levels of English to lack of awareness
i mii'sources and how to access and use them. Online access to CPD also
11]>))or | from institutions os well os guidance on what to access, where to
« "I .milhow to .i( cess it.
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Enabling teachers in India to buy their own CPD ticket relies both on institutional
and government engagement, as well as the individuals’ own awareness. Effective
CPD has to involve buy-in from local institutions and their administrators, and
government bodies at national, state and local level, because these organisations
have the power to implement and support CPD in a consistent and systematic way.
However, it is very complex because of the lack of any connection seen between
professional development and reward, be that financial or in status. This means that
teachers are unlikely to be given time to devote to their professional development
and, even if they do undertake self-orientated CPD activities, they are unlikely to
receive any recognition for their efforts. However, as teachers gain more autonomy
and awareness, there is a growing understanding of the intrinsic value of CPD and
its link to personal development. Many teachers who have been exposed to CPD
opportunities through British Council projects have reported strong fulfilment and
personal satisfaction from undertaking activities such asjournal writing, small-
scale classroom research, trying out new approaches and seeing the impact of
that in their learners.

It is the teacher who decides to undertake the CPDjourney. Policies, research
material and a supportive environment only support an individual’s choice.
The central stakeholder in all CPD is, therefore, always going to be the teacher.
In a country where teacher motivation levels are extremely low, and where the
concept of critical reflection is weak, this is a significant challenge.

Understanding the barriers

Successfully implementing CPD in India in the longer term requires a strong
understanding of external and internal barriers. Any commitment to change has to
acknowledge, embrace and be continuously solutions-focused. Pre-service training
at the moment is very theory-based and teachers come out ill-equipped to handle
day to-day classroom reality and receive no encouragement to personally invest
in their own development. Add to this the scale involved and the lack of time and
incentives for teachers to take it up, and CPD can seem like an insurmountable
mountain. As if that wasn’t enough, internal barriers include a constantly changing
environment, in terms of policy changes and government interventions; the overall
notion of good practice not being sufficiently understood, or understandably
varying across the diverse contexts within India; and the need to constantly
maintain a strong understanding of policy, which changes very fast.

School teachers within the government system are often not qualified. Over the last
decade, as English has been introduced at lower and lower levels within the system,
more and more teachers have been required to start teaching English, a subject
they may not have been trained to teach and, more importantly, a language they
may not know or speak. This means teachers must have the language ability as well
as the subject matter knowledge and pedagogical knowledge and decision-making
ability to teach English effectively. The language ability of all teachers, at all school
levels, and English teachers in particular, needs to develop dramatically in order

to ensure that the quality of learning can improve in the classroom. We believe
strongly that this long-term goal and vision can, for the mosl part, be achieved
through adopting CPI). This complex backdrop means llial il Is essential <>work



with many different stakeholders at national and regional level to change, as well
i challenge, perceptions of CPD. It also means working practically on the ground,
litxling ways to support and nurture CPD.

I'art 2: Innovations in CPD practice and policy

lIn' large-scale educational projects with which the British Council has been
Involved since 2008 bring numerous opportunities to introduce relatively basic
1t’D concepts during face-to-face training. This can start simply with general
.iw.noness raising and reflection and creating the opportunities and space in
which to do this. In many projects it is the first time that stakeholders have been
"Hi‘rod any kind of training, or the first time that they have attended needs-based
mid activity-based training, and their response to such intervention is positive.
Ilicy are generally motivated to develop, to learn and to try out new things.

Aiid is this not what is at the very heart of CPD?

llowever, such interventions could be regarded as piecemeal. What happens

when teachers return to their schools and classrooms? Sustaining their enthusiasm
Jillci they return to their schools and classrooms, and getting the need for CPD

ici ognised and understood at a deeper level is another matter entirely. There are
Ilnee main challenges the British Council is seeking to address through its work

In India; the first two relate to practice and the last one relates to policy:

| Poor quality of in-service teacher training courses, largely delivered
through the cascade model, and their limited reach and scope with respect
to the key stakeholders listed above, which impacts on the immediate
effectiveness of an intervention.

2. Lack of non-training CPD offered as part of in-service training
programmes, which prevents a change in attitudes and behaviours and
therefore impacts on the medium- to long-term ‘irreversibility’ (Barber, 2012)
of an intervention.

t  Lack of any kind of mandated framework for continuing professional
development that could be adopted at the institutional, district or state level
to aid educational planners and administrators in planning, recognising or
supporting CPD in the long term.

Ovei the last few years, a number of micro-innovations have been adopted, some
cinet (jing organically from the local context, some from partners’ experiences and
MuHe .is the result of implementing activities based on research findings and best
pi,k lice. The British Council’'s experience of working with state governments, and
11] debating issues and potential solutions with members of the CPD Policy Think
l.ink ittili.ilive, led to the decision that a CPD framework could provide appropriate
i"i us loi practitioners and policy makers to initiate both bottom-up and top-down
.nst,unable classroom change. It is for this reason that the first two sections of this
i li.iptet focus on practice and how this experience led to the development of the
It .tint'Work. Iho potential policy solution is currently being piloted and is analysed
in Hie linid section.



Let'stake a closer look at the three main challenges and how the British Council is
addressing these.

1. Poor quality of in-service training courses

Participatory planning

Research and experience indicates the need for stakeholder buy-in and
ownership, as well as a shared understanding of an innovation (O’Donahue,
2010; Fullan, 2007; Wedell, 2005, 2009). ELT projects are all too often planned
by academics who may not have a comprehensive grasp ofthe challenges of
implementation, or by administrators who do not necessarily understand the
pedagogical implications of planning decisions. Neglecting the role of the
administrator is a common error (Wedell, 2005), and experience has shown
us that both academics and implementers need to understand the concepts
and rationale underpinning project planning. This in turn provides aforum for
solutions to be found and motivation to be built collaboratively.

Two activities have proved invaluable: a)joint planning with experienced state
government counterparts from other states and b) pre-cascade planning workshops
for master trainers and education officers. We will discuss examples of these.

a. The state government of Assam had limited experience of planning and
managing in-service training programmes for their teachers. The British
Council was requested to work with the State Council for Educational
Research and Training and the Sarva Shiksha Abhiyan to train master trainers
and support them in training approximately 34,800 teachers. When a large-
scale training programme is delivered, the impact on the students can be
significant if all the teachers are required to attend the training during term
time atthe same time. The state government of Tamil Nadu had had several
years’ experience of planning and providing in-service training for teachers,
implementing a new methodology across the state in the mid-2000s. The
British Council had worked with the Tamil Nadu government in 2008-10
(O’Donahue, 2010), and so a knowledge-sharing workshop was arranged for
a small group of planning officials from both states as well as representatives
from the British Council. At this workshop a cascade model for reaching
over 11,000 teachers was devised that was considered likely to cause the
least disruption to regular teaching and learning across the state. Figure 2
illustrates the final cascade model that was agreed at that workshop.

The design ensured that:

- Training could happen in local blocks (sub-district) rather than at the
central state or district level
- Training could be staggered and conducted in two streams to ensure not

all teachers were taken out of service atthe same time

- British Council Training Consultants (TCs) could be attached to each set of

master trainers (MTs).



Cascade Mode! for Assam Phase 1 Cascade Teacher Training*

Target reach = 34,800 teachers across Assam by the end of each phase

‘(Model to be replicated for Phase 2 and Phase 3 of Cascade Teacher Training)
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teachers
trained
across 72
blocks

11,600 teachers
trained at the
end of Phase 1C
cascade training

TCs = British Council Training Consultants



b.

Providing master trainers/teacher educators with the freedom and flexibility to
select the materials they use when they train their teachers so that they can
ensure it meets teachers’ needs within the context and, therefore, makes the
training more effective, is our ultimate goal. However, in the Indian context,
where trainers and teachers in the government sector are on the whole
unfamiliar with how interactive pedagogical approaches look and feel in
practice, having had little or no practical training, and where the concept of
autonomous or experiential learning is relatively new, we have found it better
to start with relatively prescriptive approaches that focus on building trainers’
and teachers’ techniques first. In parallel, they are provided with plenty of
opportunities to discuss and reflect upon real problems and solutions. This
scaffolding builds confidence and engagement in the early stages and
prepares them for the increasing level of challenge as the project progresses.

The master trainer or teacher educator is provided with a number of
resources to use in their own training programmes for teachers: ateachers’
workbook, a set of training notes, ateachers’journal, a portfolio and
supplementary resources such as a grammar self-study book or a DVD of
teachers teaching English in India. However, because the reconstruction of
knowledge is important in ensuring deeper understanding, we encourage
master trainers and teacher educators to work together to plan their training
sessions and ensure they are confident that the activities are relevant and
meaningful for their teachers. In Tamil Nadu, groups of teacher educators
were brought together by the state government for several days in advance
of the training to do this. In Assam, groups of master trainers piloted the
materials with a sample group ofteachers first, and then recommended
changes and improvements to both the materials and the notes before the
wider roll out of courses across the state. In Bihar, initial training included
co-conducting of the first day of training for teachers with British Council
Training Consultants, and, depending on their confidence and aptitude as
trainers, the British Council trainer would withdraw into a monitoring role or
continue more direct support over the course of a three-day programme.
As new resources were developed specifically tailored to the local context,
teacher educators were actively involved in initial generation of ideas for
content, delivery of pilot materials and in-the-field feedback on their
applicability to the local teaching context, as well as their suitability in
terms of their own ability to use the content effectively with teachers.

In all projects, we endeavour to provide time for master trainers/teacher
educators to practise newly gained teaching techniques and skills in the
classroom with their students before they train other teachers. We have
found these approaches to be successful in helping trainers to internalise
key training messages, which enhances their own confidence and credibility
in the training room, and enables them to reflect upon and share their
experiences when responding to teachers’ problems.



i In Hon of master trainers

1 1R u<ivernment of India’s flagship educational initiative, Sarva Shiksha Abhiyan (SSA),
m'. «Xl<blished in 2002 to meet the Millennium Development Goal of universal primary

ilin.ilion. Teacher quality was identified as a crucial input and provision was made to
Mnvide every primary school teacher with a mandatory 20 days in-service training
" i year. District Institutes of Education and Training (DIETSs), Block Resource Centres
nnl Cluster Resource Centres were already in existence, having been created under
in' IH"trict Primary Education Programme the decade before, but the system sorely
i 1, .ind still does to this day, experienced, credible and skilled teacher educators
il In provide training and school-based support for the large numbers of teachers
n Ihr system. The cascade model became the model of necessity, and training was
kllvied by small numbers of trainers at the state level, who trained a further layer of
i.illin s at district level, block level and then cluster level before teachers were trained
"iIlif linal layer. Dilution of quality, misappropriation of core pedagogical messages
mil Ihf lack of flexible and need-based content are just some of the well-documented
i i .iv.ociated with such models (Gilpin, 1997; Hayes, 2000; Wedell 2005).

iln Hilish Council India, in collaboration with state government partners, identified
-iniuli < layer cascade model, which relied on the identification of a large number of
"I r,iri irainers’to directly train teachers, thereby limiting the number of training
ly i\ lo be successful, the initial selection of these master trainers was identified

i *illical, both in the literature (Wedell, 2005; NCTE, 2010) and in our own and our
«ii liifrs’ experience. A master trainer with limited or no experience of teaching or
i milnci. with weak language skills (both in English and the vernacular) and lack of

" 1ligogical knowledge or understanding of the local context or credibility, would
» unlikely to impact on teacher learning and behaviour change. However, the
I'|»liniment of master trainers is often based on seniority, convenience and/or

mill ih1.14<, and can be subject to scrutiny from teacher unions, parents and teachers
'iii' Ih<political economy, including structural and cultural hierarchies, as well as
" momic realities, can dictate the recruitment and selection process to be followed.

"ii nil<lilion was to seek away of identifying and recruiting master trainers acceptable
11" illi decision makers and teachers, thereby increasing the chances of the in-service
d@itiii | programme’s quality, relevance and acceptance. Since 2008 this has been

im|'li'iiif nted in a number of different ways depending on the needs and constraints
1mii 21"l ile partnership project, and has built on our experiences and the experiences

i""ii [mi tners. Below are some examples of the processes we have initiated:

1 ()ne state partner was concerned that the teacher unions would not accept
If.ichers being assessed as part of a selection procedure. Instead, teachers
were asked to volunteer to be master trainers and they went through
1 .lining, during which their skills and competencies were evaluated and they
were recommended to cascade to teachers depending on whether they met
i ei lain pre-defined criteria.

li In another state, a large and motivated team of Block Resource Teacher
| dticalors (HR 1L s) already existed and so they, along with a group of
I>i<u lisinc) teacheis, wen; inlei viewed by phone lo assess their language
limin iency .mil general motivation, and selected to work logelhei in pairs.



C. In another state, there were concerns that the required numbers of experienced
and credible master trainers did not exist within the government system and
so advertisements were placed in local newspapers, and teachers from both
private and public sectors were invited to apply. A written application was
submitted and assessed, and shortlisted teachers were interviewed to assess
their language proficiency and general availability and motivation.

d. In another state, the state government provided a list of several thousand
potential names of master trainers. All were invited to attend a one-day
assessment centre bwhich comprised aformal language assessment
using the British Council’s Aptis test, a task observed by an assessor and
conducted by a British Council trainer, and a group interview, again observed
by an assessor and conducted by a British Council trainer.

Selecting master trainers through a pre-training assessment process provides
significant benefits. Not only are master trainers who meet minimum standards

in language proficiency, qualifications, skills, knowledge and aptitude appointed,
but they also gain an opportunity, through the interaction, to fully understand the
commitment required from the training and the objectives ofthe programme.
This is significant in the context where master trainers are often provided with
information about training sometimes as late as the day before, and often arrive
at atraining venue with little or no information about what training is to take
place (NCTE, 2010). The logistical and financial implications of the one-day pre-
assessment are immense, but worth the investment oftime and energy, not only
in the implementation, but, more importantly, during the project design phase
with partners. Support from partners in identifying motivated master trainers
and teacher educators with the right skills, attitudes and credibility can only be
achieved if partners are convinced early on in the project of the potential positive

impact of such a process in achieving a quality outcome.

Atthe same time, it is important to highlight that over the last five years, the
significance ofthe role ofthe teacher educator has come to the fore, and the
recently published Twelfth Five-Year Plan (NUEPA, 2012) explicitly recommends
that state governments appoint full-time teacher educators and stop relying on
master trainers. Policy shifts such as this have provided an impetus and appetite
for change; the discourse is now not about the number of training days or
programmes, but aboutthe impactthe programmes will generate. Impact cannot
be achieved through a short one-off interaction and so governments are more

open to committing to a more stringent selection policy.

2. Lack of non-training CPD offered as pari ofin-service training programmes
Awareness raising

Raising multiple external stakeholders’ awareness of CPD’s central role in enhancing
teacher quality and subsequently improving learning outcomes is a crucial element
in ensuring the right level of resource and support is provided to trainers and teachers
during an in-service training programme and beyond. The British Council has

5 Thanks lo UK Coiim ill.Lml Mike Scl mley loi llic ,ic.uk’iilie rlcilfln n| lIn\ |m »



mlitniliced the concept of CPD through both explicit and implicit approaches,
illi v.irying results. Explicit approaches have been more successful with academics
« mking within government agencies or bodies. For example, a half-day orientation
win kshop on CPD was conducted in the early stages of a project for the academic
'Mi* learn working with the British Council. The workshop was designed to stimulate
i* Hi'i lion on their own professional development pathways, and to help them identify
1IMI much of their professional development actually took place outside of a classroom
ml.lining room. This helped the stakeholders to appreciate the importance of
1111111111mg non-training forms of CPD during their own training programmes for
i. mhi'iswhich would continue beyond the face-to-face training. They also
*i <'Mjiiised that reviewing the training materials and working alongside the British
......... il lo monitor the impact of the trainer training, the teacher training and, finally,
Mn il.r.sroom teaching to learners were all critical activities in their own professional
m flopment, and this increased their motivation to be part ofthe core academic
'm 1111 Several members of this group went on to win small research grants so they
.mili| lurther evaluate the impact ofthe project on the teachers and students.

Hill-, of CPD orientation workshops are also used with master trainers and teacher
lim .ilors to help them appreciate the value of CPD, to become a role model and
i 1I'D champion’for the teachers they train. Reference to CPD in national policy
munients is highlighted so that the link between policy recommendations and what
Hm , .He required to put into practice is made explicit, and example teacher profiles
inl[HHIuce them to what is possible in their own context. Figure 3 Is an excerpt from
mm ill Tho British Council’s CPD orientation workshops.

I i miip.ire your list with the list of activities given below. Cross out the activities
mi li.ive already done and "what you would like to do from the list. Then discuss

nil youi group and identify where you would find the resources to do the activities
"ii .lie interested in.

11I'D Activities Where will you find the resources to do the
activities you are interested in?

| i. mIn I.k e training course

w>nlint< li.lining course

Mittndlnu .1 conference

1i, mnlliKj .it a conference

i jiii i.ilc,idiers’club

I i llin|

I'hIE 1k

-i Hull Nemmrch

Mullm lion

i."iiiiiMTvatlon

‘M. ii'ivilmn by head teacher
M iniii| |ii,u hing videos

rni hi i ,iii online le,ichor forum

......... Hill in 1.k lnk 1ladlo

.......... Inniyoui ilLr.i. ,ind w.ili hint|ih.ii video



1. Below are some ofthe participants you will find in yourtraining room. Discuss
with your partner and suggest the different activities they can do for their

professional development.

Figure 3: Excerpt from CPD orientation workshop

I'm John N
and have been teaching
r for five years. lam not confident in
my own use of English in the classroom
and use L1 quite often. |wantto improve
my spoken English. J

I'm Tara.
| have just completed
my diploma in education and am
a primary school teacher. There are so
many students in my class! It's really
difficult to keep everyone involved.



Willi teachers, however, experience has conditioned us to introduce CPD by
k allm Rather than introducing them to the term CPD as an abstract concept at
il" I>(jinning of a project, the British Council integrates a number of additional
>n i,n lvilies into the face-to-face training by setting reading tasks for homework
uni discussion in groups, conducting small action research projects, lesson
plmming competitions and introducing reflective tasks and activities. Once
i iilni's have actively participated in such activities, it becomes easier for them to
11, limn out back attheir schools or at home and between phases of face-to-face
ii.lining, and so the concept of CPD is slowly made more explicit. Subsequently, it is
m i lor academic project managers to evaluate which forms of CPD are more
i usllile or effective, and this can feed into plans for sustainable CPD initiatives.

11il.ilily, when the British Council attempted to establish a system for CPD,

iin lulling a mentoring strand, at the beginning of one project, stakeholders at

ill levels were alarmed by the pace and scale of the change required, and rejected
1 Ashort training programme was demanded instead. Awareness raising with

P i h<is can happen through discussions that focus on finding purpose and

mi nline| in work, understanding what motivates teachers intrinsically and

imi ivii ling them with tools such as learning journals where they can reflect

mi 1liiii experiences. It is better to introduce CPD in practice first and then

i"iiili 111ii" lop-down support system once the concept and benefit are clear.

Mi mijtaring and evaluation

ih"iin |h seemingly simple, gaining acceptance and finding the route to implementation
him 1.illonging operating context where non-training forms of CPD in particular
#' mil .ilways recognised as contributing to quality in the classroom, and are

tin ii'ldie not mandated or facilitated, requires the perseverance of internal and

m i"i 1..il stakeholders, the documentation of lessons learned and the sharing and
i -uhii.ilion ofthose lessons. Documenting the impact that CPD innovations

i in Imve is an essential way of raising awareness of their importance. In all cases,
'in monitoring and evaluation ofthe innovations has been crucial in ensuring

I *i'| >Llince, a shared understanding among stakeholders and the generation

1'rii.i Ihnt can provide mid-course corrections, where appropriate.

i" diiiiir.li.illug a link between CPD and learning outcomes is complex: the relationship
' ii"l mono causal. tdepends-among otherthings - on the quality ofthe CPD activity,
jin Hiii.ition, the ability of the teacher to understand the content and process ofthe
1.1 .iiH lo work independently, their levels of language and motivation, the quality ofthe
m inn' il Inputs, the access to those inputs and their relevance to needs and context,
ii" Mili-.h Council uses a set of performance indicators aligned to competences and
imil"i 1 outcomes to assess progress ofteacher educators and teachers throughout
"liio]im I Monitoring of the contextual constraints is also crucial; implementation may
.IH'nihampered not because ofthe lack of knowledge or ability of an individual,

lull, In example, because the government did not allow ateacher educator access
i" .i si hool to provide the teachers with support, or the principal did not release

'in lisn Ini loi training or sanction theli leave lo attend a conference, or because
ihi ii]ln-i lencher's at a school may have mocked a motivated teacher for trying to

i nialtsn hois'ilull oi inillale a system ol pen observations



Lack of follow-up

Face-to-face training is a one-off event held away from the classroom. Teachers are the
main gatekeepers to classroom change and ifthey decide notto implement, or cannot
implement, an officially mandated change, they simply won't. Reaching outto teachers
between face-to-face training sessions has been identified as a critical success factor
in sustaining the momentum, but doing this cost effectively and at scale is a challenge.
Over the lasttwo years, we have developed a series of radio programmes called
TeachingEnglish Radio India.6The programmes comprise interviews with teachers
and teacher educators, recordings of classroom teaching and discussions on varying
aspects of pedagogy. In Maharashtra, these radio programmes are broadcast between
training phases and materials are distributed through the face-to-face training to
the master trainers, and through them to the teachers. Self-access worksheets
have been designed to focus the listener. Broadcast on state government radio on
a weekly basis, the programmes provide the teachers with an opportunity to listen
to Indian teachers discussing the same challenges they face, and finding solutions.

Using text messaging is also an effective way to supportteachers and this method
has proven to be popular. Below are some examples of key messages provided
through SMS messaging:

Table 1: Training tips SMS examples

A good beginning is halfajob done! Prepare your introductory activities carefully

and thoroughly: impress your students!

Accept your learners’ pace and go accordingly. Don’t rush them; avoid short
deadlines. Otherwise they will not learn effectively.

Always give CLEAR instructions. Use the board or refer to the workbook/textbook.

Don't carry out any activities without planning them first. Ifyou do, your trainees
will quickly notice and you’ll lose their respect.

Don’'t be stubborn (dogmatic)! Be prepared to change your point of view or

opinions about teaching and learning.

Are you READY to be atrainer? Train in @a manner that you were trained yourself!

CPD tools

To support teachers and master trainers in the implementation of CPD in their
contexts, a practical CPD Handbook that can be used in a flexible, needs-based
way, was written for use in India. The Handbook can be used over a 12-month
period or can be used as aresource and guidance tool that teachers and teacher
educators can dip into. The Handbook covers motivation and what kinds of
activity count as CPD, learning from others informally and formally, learning from
workshops, conferences and ways to improve teaching practice. There is also a
section on raising awareness, which can be used by teachers or with mentor/
teacher educator support. This section focuses on discussion questions about

teaching, motivation and understanding oneselfto help guide reflection.

6 TeachingEnglish Radio India www.bMlishcoiincil.in/leach/loncliinijciigir.h i.idlo nidi.


http://www.bMlishcoiincil.in/leach/loncliinijciiglr.h

" i Kk ofany kind of mandated framework for continuing
|.i ..ii -.sional development
ii' r. Jowly becoming recognised in India as a key motivator for teachers to
i- flop their skills and knowledge and achieve more satisfaction in their teaching,
im li. in turn, has an impact on the learners they work with. Much work is being
i mi’lii increase awareness and understanding at policy level. Indian teachers are
niiliit'd (if at all) largely in atheoretical way and, once qualified, the perception
lit.il IThere is no need for any further learning to take place. This is especially
....... in ,i context in which ateacher is traditionally expected to ‘know everything’.
ilttwi'vor, for CPD to be truly effective teachers need to be committed and
emniittir.ible for their own development, while at the same time the necessary
mmilling support must be in place on the ground. This is starting to happen in
imli.i ,md the British Council aims to supportthe agenda by identifying how a
-i'll lumework can be integrated into local systems and processes to ensure

"mi i I'Dis supported and sustainable.
m i.i 12-month period one ofthe authors of this chapter supported the
in ili-.li Council in developing an India-specific CPD framework. She worked

e l.r.i'ly with British Council staff working on projects across India and with some

mi iill iiirs of the CPD Policy Think tank, as well as visiting projects and holding

¢ HiIn'i focus groups. The framework is based on the British Council global

li.mu-work and extensive stakeholder consultation, best practice research,

i. .mi', learned from British Council projects and on the real needs of teachers

hi Inili.i. The development work to create this framework was extensive and
mitlhl to understand in detail the CPD context in the country, the potential

........... isto CPD and how the framework might need to be adapted to fit this

...... . A number of steps were taken to develop the final framework, and
/"Hk is continuing in India as the team continues to pilot and review the work
. minified. Below is asummary ofthe development work conducted.

A typical profile of an Indian teacher was first mapped onto the global British
Council framework. In India, many primary ELT teachers are either unqualified
or have not received subject-specific English language teacher training. They
teach all subjects and generally have very low levels of English themselves.
Consequently, it is problematic to try and map language level to stage of career
and a spiky profile of the typical English language primary school teacher

in India emerged (see Table 2). We found that teachers in India tend to

have a ‘spiky profile’ in the sense that they won't necessarily have followed

a traditional trajectory in terms of career path, i.e. study, teaching degree,
teaching practice, followed by a full- or part-time post. Therefore, the spiky
profile is used to show that teachers in India might be working as teachers
with a mixed range of experience and qualifications ranging from possibly
none at all to limited access to professional development opportunities and
training. On the global CPD framework, the role of a Master Trainer, in terms
ol developing and training oilier teachers, might be mapped to level 5 or 6,
whereas in India that profile is likely lo be closer to levels 3 or 4.



Table 2: ‘Spiky’ profile of teacher/master trainer

Stage 1 Starting 4 Proficient 15 Advanced j6 Specialist
. -
Trainee IS/_\EI
teacher IIIIIIpI
of English - teacher with  English
involved in evidence | langua
initial training £ ~
Also
unqualified id i some may:
teachers of
v SIIS]
mm
Iip iilll
imUEmg
illiilifilll! jp | f
*nSlrth
Qualification Studying Possessing Posses; Assessing
for an initial in initial
qualification lualification
-ecognised ;jrecogn ecognised
ly the state
ystem. and
lossibly
f * further
S r a liploma and/
ir a higher
degree legree
| (masters. ; rasters,
iL:L =0
Language Anywhere ultzZm — 1rF -
level in the range
Al-C2.
2. The work then focused on examining the unique profile of an Indian English

language teacher. The majority of these are still at the lower level of the CPD
framework, and that includes qualified teachers. This is due to the fact that
primary school teachers do not have subject-specific ELT training, or the fact
that they have been asked to teach English at a later stage in their career due
to the introduction of English at primary school (this trend started in 1998), as
well as some teachers being unqualified or at undergraduate level. This will
change in the future as teaching becomes recognised as a degree-level career,
more teachers follow a degree pathway and more teacher development is in
place. At the same time, a master trainer can be at a higher level in terms of
the competences, but still have language needs that need to be addressed.

After this initial mapping, substantial work was undertaken to identify key

competences, to create detailed descriptors of ateacher aligned lo Iho Indian

context and to define appropriate and accessible activities and le'.oiirees lot them.



I'In" i(‘suiting framework created (Figure 4) does not follow the linear process
Within lhe global framework, but one that makes it possible for ateacher, or a
i . lii'i educator and all those with an interest in and responsibility for the
ri"h v.ional development of teachers, to map their competence against
I'UGWIlodge according to a 5-point scale from Awareness to Leadership (Figure 5).
Hi'-li.unework is currently being mapped to professional development resources
mml .h tivities, and it will then enable teachers to identify learning opportunities that
i" .ippropriate to where they might be and to establish a professional and

imiii.il development pathway. It links to the global framework so that teachers in

in. i.i will be able to access the bank of global professional development resources,
llu’ii'by connecting them to the international teaching community.

CPD FRAMEWORK: INDIA

il,Hher competence

|" Du li.unework, overall teacher
Miniii icnee is described in relation to

i inli"ill professional development
f Imniuage ability
i Iniinnl qualifications.



Figure 5: Assessment scale

Tap your teacher competence onto the framework, colour in the arrows
for each behaviour ai the appropriate level.

Awareness: you have heard ofthe particular professional behaviour

The areas of ELI qualifications, other academic qualifications and language
proficiency are included in such a way as to make it possible for ateacher to
map where they are and to take into account the spiky profile mentioned earlier.
This is very important in India, especially as it is simply neither possible nor
feasible to define stages by level of language proficiency or qualifications.

The second significant modification isto add the use of multilingual approaches
and inclusive practices, as well as taking responsibility for professional
development, as these are key areas of emphasis for Indian classrooms where
linguistic diversity is prevalent, inclusion is a key area of focus and the

professionalism of teachers is required.

Part 3: Lessons learned

The key lessons learned from our CPD work in India are as follows:

1 Focus on the personal and the professional

CPD must be addressed holistically and focus on the whole person, notjust on
their traditional professional career pathway. We have seen that by using CPD
activities that focus on the individual (learning journals, discussions, self-initiated
action research, personal portfolios and change stories), combined with quality
training interventions and awareness raising, the impact can be significant. As
long as CPD is seen purely as training or testing it will be difficult to make much
progress. Change happens when we are able to demonstrate how CPD makes a
tangible difference to student learning outcomes and links with current policy
initiatives that see these as essential.

2. Choose the right approach - implicit or explicit, top down and bottom up

This is key and requires creativity and a solutions-focused mind set. There will
never be a ‘one size fits all’and what may have worked in one project or region
may not necessarily work in another. The initiatives and processes that the



Hiitish Council has used have come about through a mix of strong teamwork and
' Inativity and a shared understanding of key challenges and pressure points, as
w Il as the ‘sweet spots’where local policy dovetails with a project intervention.

| Make sure benefits of non-training forms of CPD are clear to

all stakeholders

Il This does not happen at every stage of a project or CPD initiative it can be easy
lot something to be rejected, dismissed or halted at any point if a stakeholder or
key gatekeeper sees the process or intervention as a barrier or threat.

| Keep CPD simple but well understood

Il (,PD is seen as complex or difficult to put into practice, then teachers simply
won't do it. It is essential, therefore, to keep CPD intervention simple and tailored
10 the project or programme. It is also important for impact to be visible and to
keep linking success factors and improved classroom learning outcomes back to a
(I'D process (it usually can be!). Something as simple as using recycled materials
In create an innovative new teaching and learning aid aimed at a specific learning
‘hard spot’ can be done creatively and easily with a strong outcome.

Implementable

(1I'D needs to be user friendly. Helping teachers and teacher educators find easy
ways lo incorporate CPD activities into what they are already doing is key. Whether
1i.il is through incorporating a learning journal and reflection component into
It,lining or sharing experiences or undertaking a formal qualification, CPD needs

In 1ll the current context for the individual, institution or programme. We also need
ld make sure that the personal development side is aligned to where teachers are
hi both language levels and competence in teaching methodology, and is realistic

in terms of what teachers are actually able to do.

< Empowerment of master trainers and teacher educators

Recognise that for sustainable long-term change the master trainers and
Ir.icher educators need to be enabled' to train and support teachers’ individual
iiiMels in the same way that we expect ateacher to support his/her students’
learning needs. But starting with the familiar, through equipping them to deal
with the realities of the training room, builds confidence, ensures that teachers
.lie exposed to a method of training that is practical and mirrors the desired
melhodology of the classroom. This, in turn, provides afoundation for them to
llieorise their practice and become the enablers of the future.

/. CPD for all stakeholders

CPI) should not be confined to the trainers and teachers, but relevant support
mu',l be provided for education officers, senior academic staff involved in project
design, and principals and senior officials responsible for designing and managing
implementation. This builds a shared understanding of objectives, provides
lullinsic. motivation and Is more likely to ensure a sustainable quality outcome.
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the Uzbekistan experience

I.nnilya Gulyamova, Saida Irgasheva and Rod Bolitho

Introduction
Change is mandatory; growth is optional. Michael Fullan

Mu' change described in this chapter is the reform of the curriculum for the
pii' service training of English teachers in 18 higher education institutions
*Hloss Uzbekistan, carried out by ateam supported by the British Council in

i h>se co-operation with, and with the full support of, the Ministry of Higher and
'ipecialised Secondary Education. We draw on data from project participants
.uni beneficiaries to give an account of ways in which the change process has
leil overtime to significant continuing professional development opportunities
hHindividuals and institutions, and how the differing responses to these
opportunities have in their turn influenced the pace and effectiveness of the
lelorm. The comments we have incorporated came to us in responses to

mLK - lionnaires, in focus group meetings, in recorded and transcribed interviews
with key stakeholders, in correspondence and in evaluation documents.

Ilie context: Uzbekistan in the post-Soviet era

Uzbekistan gained independence from the Soviet Union in 1991, and the process
of ie establishing a sense of nationhood has been complex and demanding. This
Ims been particularly evident in the field of education which, in its organisation and
I1,hlilions of teaching and learning, was for a long time largely reliant on the norms
.el during the Soviet era. One obvious reason for this was the tendency for the

" oimlry’s institutions to remain sealed off from foreign influences, particularly
Illose Irom the West, atendency exacerbated by the lack of opportunities for
II/hek education specialists to travel abroad. In language teaching at all levels,

Hie result has been all too evident: young people graduating in English from

imivei sities still unable to speak fluently or write accurately. These deficiencies
wei e passed on from generation to generation of Uzbek English teachers, all
stooped in a Soviet-rooted version of the Grammar-Translation method, and reliant
on outdated textbooks (Arakin, 1961 and Bonk, 1973, for instance) that were for
many years the sole source ol language input for university level learners of
lii(Jlish In addition, lhe organisation ol univeisilies in Uzbekistan has meant a
separalion between faculties ol Philology and | du( alion I ulure | nglish teachers



have traditionally graduated through Philological faculties after a four-year
programme including intensive study of language systems, literature and linguistics,
without practical language classes and with methodology taught as a theoretical
discipline, usually by means of lectures in Uzbek or Russian. The academic hierarchy
in universities had a vested interest in maintaining the status quo, as they had
reached their positions and cemented their reputations under the existing order.

Initiating the reforms

It was against this background that the Ministry of Higher and Specialised Secondary
Education began to work with the British Council, established in Uzbekistan in 1996,
to provide professional development opportunities for university English teachers
across Uzbekistan in the context of what became known as the English Reform
Project. A package of in-service training materials was produced between 2006
and 2008 by ateam of local trainers, a number of whom were returned Hornby
scholars. This course, known as DUET (Development for University English
Teachers), is based on two face-to-face modules separated by a distance module
during which participants produce workplace-related assignments. It soon became
so popular that the project team had to produce atrainer training course (TTT) to
increase training capacity and meet the demand for DUET. DUET remains current,
and it has been adapted to provide training for English teachers from other sectors
of the educational system.

However, if anything was to change more radically, the medium-term target had to be
reform of the curriculum for the training and education of future teachers of English.
Coleman, in his 2005 Baseline Study report on English Language Teacher Education
in Uzbekistan, came up with these recommendations (among many more):

5.9.3 English lecturers in pedagogical institutes and universities should be introduced
as a matter of urgency to current thinking about the nature of language learning.
They should then consider implications of these ideas for their own teaching, for the
planning of programmes, and for testing and assessment.

5.9.4. Programmes of pre-service teacher education should incorporate substantial
opportunities for students to examine current ideas about the nature of language
learning and then to consider the implications of such ideas for the language
teaching process.

5.9.5 Learner autonomy should be developed among student teachers through
project work including mini-research, to reduce dependence on teacher input.

5.9.6 The methodology component of the pre-service English curriculum needs
revisions as, at present, student teachers are not adequately prepared for their
future roles as teachers, placing unnecessary burden on in-service teacher
training; the new course should introduce up-to-date creative learner-centred
teaching methodologies and should include teaching practice, with trainer and
peer observation and feedback. (Coleman, 2005:110)

Accordingly, in 2008 and with the Ministry's full backing, work was started on the
design of a new PRESETT curriculum, with main strands in language and methodology.
The aims of the project were:



m lo develop ateam of curriculum designers

m |o revise the four-year Higher Education Institution (HEI) curriculum leading
lo a Bachelor's degree for future teachers of English

m |o develop assessment profiles and assessment specifications for each course
.is well as exit tests of language proficiency

m to develop sample teaching materials to deliver the new courses

m to provide systematic and timely support for teachers on implementing the
new curriculum

m lo pilot the new curriculum in higher education institutions across Uzbekistan

m lo provide a basic collection of teaching and learning materials for delivering
Ihe new curriculum.

1L H lour-year curriculum was developed incrementally, year by year, by ateam of
Im.ii lising and experienced teachers, mainly drawn from the University of World
| .itH(ilages in Tashkent, but also with a representative from Andijan State Pedagogical
lir.lilute (as it was then). The project team worked systematically under the guidance
-11110 UK consultant and the Project Coordinator, Nodira Isamukhamedova,
producing a modular curriculum with specifications for assessment and sample
li .Klling materials. The approach to methodology was from the outset practical
dikllanguage proficiency targets were set to achieve afourth year exit level
> ii responding to C1 on the Common European Framework of Reference. The first
yi’.n materials were piloted in five institutions and comparative results were
" nllected from both experimental and control groups of students. The piloting was
m |ended year on year until all the institutions involved in the preparation of English
Imi hers were participating.

IIn' British Council provided support in the form of print resources and also

lli financing and coordination of trips by the project team to conduct in-house
li.lining seminars around the country. These trips were necessarily multi-purpose:
in lamiliarise teachers with the curriculum and to explain the principles underlying
Il, hut also to collect data on student satisfaction and levels of achievement as

w Il .isto keep heads of department, deans and rectors informed about the project
idill its aims. Understanding and adoption of the new curriculum was initially
luitchy, and was seen by some institutional decision-makers as a nuisance and an
.idriod burden, so these forays by our team into their offices were absolutely
i".".initial to maintain momentum in the reform process. The first students to have
Hi.iduated entirely through the new curriculum emerged in 2012, and many are
iHiw teaching in secondary and primary schools around the Republic.

IIn' reform received an important boost in December 2012 through the issue

ni ,i Presidential Decree on the Teaching of Foreign Languages (2012), prioritising
Ilif learning of English from primary right through to postgraduate level. The
Immediate result of this was a decision to introduce the new curriculum on a

i ompulsory basis in all Institutions, starting from September 2013. Over 250
If,ichors of | nglish from .ill over the country participated in a major training and
L inillNii is.ilion seminal <11if lInivei sity ol World | .inquages in August 2.013 in
iiiilfi lo prepare loi Ihi'ii.ilion.il Lium h ol if new curriculum.



The CPD dimension

We hope that the brief account above gives sufficient information for readers to
realise the immense potential for professional development that this reform project
offered (and at the time of writing continues to offer) to all those involved. In this
section we will outline some of these opportunities and will include the voices of
project participants, teachers and other stakeholders, writing about what they
gained through their involvement in the reform. We do this in the firm belief that
personal statements of this kind act as primary data for the reader to engage with
first hand, but we have also commented on and elucidated their contributions
wherever we feel that this is beneficial.

Personal perspectives from the core project team

Throughout the life of the project to date, the team has had anywhere up to ten
active members, with a very committed core group of five who have stuck with

the process through thick and thin. All continued to practise as teachers while
working on the new curriculum. In almost every way they have been beneficiaries
as well as drivers of the project. All of them started out with little or no experience
of curriculum design, but with a huge desire to learn and to strengthen themselves
professionally. Their contribution has been immense and it is right that their
perspectives on their own professional development should be included here.

We begin with acomment on subject skills, which demonstrates the kind of 360°
openness to all those who might support the learning that characterises a
developing professional.

| have learned a lot about curriculum design, testing and assessment, and
methodology for TESOL through not only literature but through interaction
with the project consultant, project managers, local authorities, team
members and from pilot teachers. (Nodira Isamukhamedova, Local Project
Co-ordinator 2008-12)

Inthe next comment, Nilufar articulates a change that might at first seem like
nothing very significant, but her experience of taking responsibility for interpreting
the syllabus and choosing materials is replicated by literally hundreds of teachers
across Uzbekistan.

One beliefabout teaching | came to was that teachers should teach according
to the syllabus not the coursebook. As aresult of that belief | developed my IT
skills in order to look for materials and, if possible, to produce my own teaching
materials for teaching the course. (Nilufar Muhamedova, Project Team Member)

In another important area - assessment - Kamola’s insights are also representative
of what many teachers have had to come to terms with - the move from subjective,
individually designed and graded assessments to principled criterion referencing
in all areas of the curriculum. This is not an easy transition!

My involvement in the project changed my views and beliefs about assessment
particularly. While working on assessment profiles and specifications | realised
that | was on a wrong track in assessing my students' performance |
discovered many possible alternative ways of assessment and even changed my
views on error correction. Furthermore, | found out that learning outcomes need



10he clearly stated and they should be assessed accordingly. Before, | was not
.iware of the fact that | was mainly assessing declarative knowledge, and procedural
knowledge, which is of paramount importance in language teaching, was to a
dicat extent ignored in my assessment profiles. When | look through the tests and
t.isks which | designed before being involved in the project, | realise that in most

i ,ises my assessment was either knowledge based, or focused on isolated chunks
i3language. What's more, it was rather subjective and criteria for assessment
wore not clearly stated. | learned that not only teachers, but students also need to
be familiar with the assessment criteria. Also, | was deeply impressed by our
benchmarking sessions organised within the framework of the PRESETT meetings.
| learned many useful things about the importance of discussing assessment

1 jtefia and encouraging collaboration among teachers. (Kamola Alimova,
I'rojectTeam Member)

In Ihe next comment, Olga brings together some of the cognitive (professional)
iiiid affective (personal) dimensions of development, usefully emphasising the
importance of feeling good about oneself as well as knowing more and expanding
"iic"\ range of teaching skills.

Ihe course on Intercultural Competence is one of quite new courses in the
university curriculum. Developing the course was challenging but very interesting
,ind cognitive at the same time. From the very beginning it was difficult as we did
not know what to start with. Then while | was learning more about intercultural
iwareness, its elements, focuses, intercultural competence and the ways it can be
ih'veloped, it became even more challenging as there was so much to include in the
mmyilabus, to teach students, but the course was limited in classroom hours. We had
lo select the topics and think how some of them could be combined and
discussed during the lessons.

A', lor me personally, this new course changed my vision of myselfand those who
muround me. It became easier for me to communicate with people, my students
in particular, as now | try to understand them from the viewpoint of their cultural
background and think of the ways | can help them. The course has also helped me
1) know more about my own culture and become more critical about what made me
ho morejudgemental and critical before. In terms of professional development,

I never knew earlier how creative and inspiring teaching can be. (Olga Kim,
Project Team Member)

I mm the very beginning, members of the project team have used the time available
i- M logether, to work with the project consultant, to explore new ideas and to
i‘valtate them from their own perspectives. Regular meetings, discussions and
11H iillations were built into the project activity plan and appropriate channels of
lummunication were used to keep people informed. The processes of the project
liavr been allowed to develop organically, with only a minimum of time pressure,
mid lhis has been enormously helpful, as the kind of deep understanding of principle
llial Is required to implement curriculum change with conviction simply doesn’t
happen oveinight. Il is worlh contrasting this with the kind of project model that
pH‘dominated in the 1990s, where llie limescale was always sol by the donor without
my ical sensitivity lo the pa< e ol change Ihat <ould he tolerated in any given context.



This dimension of the project has had a beneficial effect in allowing for professional
development on a human and acceptable basis. This meant that everyone, very much
including the project consultant, has been on a learning journey, which continues right
up to the present. The Ministry has helped this process along by allowing it to develop
at a reasonable pace and trusting the project team to deliver. At all stages we were
ready to replan and redesign elements of the project and the curriculum, taking into
account the comments we received from partner institutions and, of course, also the
critical peer feedback, which was a constant feature of the team’s way of working

together. The nature of the learning journey is aptly illustrated in Jamilya’s remarks:

This has been a long process of learning to co-create a programme that is relevant
and responsive to the needs ofall stakeholders - ministries of education, universities,
teachers, learners, schools, parents in Uzbekistan and that is in line with modern
thinking and international best practice. It required a lot of discussion at all levels,
thinking together, ongoing reflection, identifying challenges and blockages, trying
things out, re-visiting approaches and strategies and doing things differently as a
result. This has been a huge learning and development experience. It allowed us
to look at the big picture but also to break things down into manageable parts and
to prioritise. The fact that we did it together with all parties gave us a holistic view
of things and gave me and my colleagues the confidence to make such large-scale
and complex reform possible. (Jamilya Gulyamova, Project Manager)

Similarly, Nodira describes how she learned some important lessons beyond
her original comfort zone as ateacher and academic. Her awareness of the
opportunities she was presented with and her eagerness to seize them are
palpable and might serve as a model for others asked to take on a similar role.

It was my first experience of managing a nationwide project, which demanded
multi-tasking. Through it | have developed skills needed to manage a project:
facilitating team meetings, communicating with stakeholders, making decisions,
time management, strategic and tactical planning, etc. (Nodira Isamukhamedova,
Project Coordinator 2008-12)

The comments below by Saida Irgasheva, the current Project Coordinator and
a long-time project member, give abundant food for thought:

Seven to eightyears ago | thought that CPD was a simple task, when teachersjust
submit their teaching folder to their heads of department and from time to time
they should add to it new documents, lesson plans with a new date on them. After
ayear as a trainer | begin to realise that developing professionally means reading
alot, sharing experience as a teacher, as alearner, as a trainer, improving technical
skills by allowing people to observe your lessons and to provide feedback. This
kind of development had seemed possible for me as a trainer and for teacher-
participants only during training events. In other words, when we have training we
develop professionally but when we go back to our usual institutions to teach

and have our routine work we don’t have any opportunity. However, through my
involvement in the curriculum reform project | began to recognise that continuous
professional development is whole person development from inside and outside,
and can occur formally during training or planned activities or informally in our
daily reflection, thinking, while setting new action plans or go<iis, s | | A, project



members we thought that we would improve our knowledge about syllabus writing,
butin reality we have been developing alot of other professional skills such as
researching skills, observation skills, evaluating different teaching methods,
coursebooks and materials, setting goals, designing syllabus and curriculum,
selecting materials, assessment tools and methods appropriate to a local context
or target audience, developing materials, training sessions [...]. Together with the
development of professional skills, the project has helped to maintain, develop or
increase our general knowledge and transferable skills such as problem solving,
working In a team, thinking practically, being a leader, managing projects, learning
irom experience, organising assistance and information, and communication
skills. It seems alongjourney from simply thinking about CPD as documenting a
portfolio to being a reflective and competent teacher who always thinks about her
own self-development. Now | am more confident and certain about many things
,md can transfer my broad experience in PRESETT to other new experience such
ms development of national standards for foreign languages, curriculum design

lor new subjects and educational management.

Recently | worked with teachers ofother languages such as German and French,
and started sharing my experience of PRESETT curriculum development. | feel
more confident but at the same time | am ready to learn more. Together we
explore new understandings of certain terms like module, outcome, curriculum,
development, and how these terms may be interpreted differently in different
languages. That is the beginning ofa new development and thisjourney is
endless. | am ready for thisjourney. (Saida irgasheva, Core Project Team Member

and Project Coordinator since 2012)

IImre are several important points to highlight here:

m Most members of the team at the early stage joined the project because of the
opportunity to have regular training from the UK consultant. In 2008 the team
members were very new to this kind of work and expected to simply be led and
told what to do. Very soon though, through project team meetings, ten-day,
lwo-week regular trainings and ongoing e-consultancy for team members,

il became clear that decisions about what to change in the existing curriculum
should be made by the team and by teachers themselves. The same situation
was observed in 17 local universities, when atthe beginning teachers and the
authorities were always waiting for instructions from the team and from the
Ministry. Starting from the second year of the project, the team members,
along with regular training seminars, began to organise site visits, talks at local
and national conferences, and shared their reflections on PRESETT newsletters.
Soon afterwards, in every new gathering, new leaders from participating
universities emerged, ready to organise cascade training, to share how the new
iinriculum of language and methodology modules has been implemented in
lheir institutions and to voice their opinions in the PRESETT Yahoo group.

m Allhough CPD needs to be relevant to, based on, and to some extent driven by,
everyday workplace experience, itis only when we have an opportunity to step
back from il and to view il with objective distance that we are able to understand
what wo need to work on and change. lhis project has given the project team
repeated oppoi lunitios to do lhis



ra Inthis project, team members’ views of what constitutes development have
been constantly expanded. Perhaps the most significant change has been from
aview of development as imposed by, and accountable to, external authorities,
to a realisation that it is an internal process over which each individual
professional can have a decisive degree of control.

h Being able to articulate new learning and insights to colleagues beyond one’s

own immediate workplace context, either as here through interaction with other
language teachers or by making presentations at conferences, is a valuable step in
development, in late 2013, the project team hosted a fact-finding visit from ateam
of curriculum designers from Ukraine, and they found it enormously beneficial to
talk about the PRESET! project to professionals from another context. This kind of
event is a stimulus to reflect on achievements and setbacks, and to organise key
ideas and concepts in a form which is accessible to others.

The project team has survived numerous changes of personnel brought about by
life issues such as childbirth, marriage, emigration orjob movement, but the strong
basis of core values which has underpinned the reform work from the outset has
allowed us to maintain a sense of purpose and momentum. The continuity provided
by the project consultant has been afactor, but even more important has been

the positive and committed leadership that the management team has provided.
Despite other pressures, the team has consistently managed to meet deadlines,

to overcome differences of opinion through dialogue and compromise, and to deal
with problems, obstacles and crises along the way. This has paid off in terms of the
individual development of team members as well as in the results they have worked
so hard to achieve. They have made presentations at national and International
conferences (including at IATEFL Liverpool in 2013) and have had articles published
injournals such as The Teacher Trainer and Folio. Significantly, too, there has

been interest from other countries in the region and, in late 2013, the project
management team hosted a fact-finding visit from Ukraine, where a PRESETT
reform project was about to be launched. Being able to describe the project,
articulate its working principles and report confidently on the practices related to
the new curriculum has strengthened the team both professionally and personally.

Perspectives from teachers around Uzbekistan on implementing the curriculum
The organisation of both the language and the methodology strands in the
curriculum was innovative for teachers in participating institutions. The previous
exclusive focus on language systems was replaced by a skills orientation, in line
with level descriptors in the Common European Framework of Reference (CEFR).
We asked teachers to deal with phonology in the Listening and Speaking classes,
and to work on vocabulary and grammar in context and practically, Instead of in
isolation. We also provided a syllabus for atwo-semester course in Integrated Skills,
based around project work, and for a course In Discourse Analysis, requiring
teachers and students to work holistically with texts. All this was challenging at first,
but we were also heartened by the eagerness with which many teachers took up the
challenge of re-thinking their views of language and approaches to teaching, and
by the enthusiasm which was kindled in students for using English communicatively
instead of studying it in a knowledge-based, academic way



IIm following comments from teachers from around Uzbekistan illustrate how they
*j m'(l with the new demands made by curriculum change.

Il opened the new world and changed my understanding of teaching completely.
| vt'iy year when | attend the next seminar | find something new and it pushes me
In i'll development. (Anonymous comment by ateacher to Project Evaluator
Km hard West, included in his report)

I have shifted to a more constructive style of feedback rather than
Ilnit/mental, and | observe for my and my observee’s professional
WQVelopment. (Durdona Karimova, Jizzakh State Pedagogical University)

1'ichers themselves begin to actively participate in their own development.
(Diliabo Akhmadalieva, Andijan State University)

Ilir. next remark, from a committed teacher, illustrates one more aspect of
...... and personal development which has been a by-product of the project.

(/.2 of the important roles of the PRESETT curriculum and project is that it helps to
ilt'voiop not only language skills such as reading, writing, listening and speaking, but
1.insferabie skills as well! Our teachers and students involved in this project are now
.ihli" to deal with different challenges and problems, not only in their learning and
If.iChing but in life in general. (Dina Mamurbaeva, teacher, Nukus State University)

I, new-found confidence is at least in part a result of the trust placed in teachers
Iv llie project managers, based on a beliefthat they were the right people to bear
tin .important responsibility. Very importantly, this growing confidence among

i. X hers has encouraged them to take ownership of the innovation and, hence,
il-iinl (heir own professional development and that of the students in their care.

tin' impact of the new curriculum on institutions, students and
other stakeholders

Inevitably, a project of these dimensions and scope affects a wide circle of

i il holders, all of whom have their own perspectives to offer on the substance
find impact of the reform. For each of them, there is potential for development,
mu 1lhis is captured in the quotes that follow.

there was a need for a modern and consistent approach to teacher education
hitencourage teachers to think constantly about their professional growth and
Il /%.m their professional development long term for the whole of their teaching
(atoerjourney. (Abbas Iriskulov, Director of the Republican Language Centre,
IIniversity of World Languages, Tashkent)

Ilicii' arc some particularly valuable insights in the comments contributed by key
members of the project team.

li.inkly speaking, during the firstyears of the project my enthusiasm was alternated
by disappointment and disbeliefthat the traditional practice will ever change when on
1.lining events we again and again heard teachers demanding one coursebook
h> Hit; whole programme, or querying why reading aloud is not good for developing
loading skills, despite all the discussions tint wo had been through. However,
mlonly luit surely wo noticed that we ret oived towel and tewei complaints that
Hunti'. tlo not work, oi Hit' university authorities art' resistant, and more and more



positive feedback from teachers, students and managers. Especially the latter
started expressing their concern that most of the students want (or parents want
their children) to study in the pilot groups. That was | think a great indicator of the
project’s success. (Nodira Isamukhamedova, Project Coordinator 2008-12)

Nodira’s contribution highlights the difference between the expectations of the
project team and the reactions ofteachers on early acquaintance with the new
curriculum. The patience needed to deal with this was in itself a symptom of the
development opportunity it offered her and other members of the team.

The impact on students was also noteworthy. Kamola and Durdona show here their
excitement at discovering previously untapped potential among their students,
seeing them in a new light.

It is worth mentioning that the PRESETT project was first of all of great benefit

for students. Students, tired and bored of traditional methods. are taking part in
projects, debates, role plays and discussions with great pleasure and enthusiasm.
| was surprised while reading some of thejournal entries written by the 2nd year
students in Language Learning, as they demonstrated not only good command of
English or the knowledge of major concepts in Language Learning, but also good
signs of critical thinking and elements of autonomous learning. (Kamola Alimova,
Project Team Member)

I truly feel excited seeing my student portfolios with intelligent design and
thorough task entries. (Durdona Karimova, Jizzakh State Pedagogical University)

Nodira sums up the impact on teaching in institutions across the country:

Now, looking back, one can see a huge impact on teaching in the University
of World Languages and other institutions across Uzbekistan. Let me name
some of them:

- Now most teachers are aware of communicative methods of teaching
(e.g. project work, portfolio, round table discussion, etc.) and are using
them in their practice.

- Most teachers are aware of the CEFR, basic principles of test design,
criterion-based assessment and are applying this in practice.

- Most teachers know how to find, adapt and even design their own materials
to suit their students' needs and are happy with the opening up of choices.

- Most teachers are aware of the need for CPD and have become more active
in individual as well as collaborative developmental activities such as lesson
observations, presentations at different conferences, writing articles, etc.

Taking into account all the above-mentioned skills, most teachers have become
more autonomous, they have been liberated from ‘the coursebook’, from the
authorities, as now they are regarded as experts in the innovations. And, most
importantly, most teachers, once again or for the first time, fell in love with their
profession and gained confidence in what they are doing. This is very important in
the given context of pre-service teacher training, as these teacher educators not only
teach their students how to be a good teacher but serve as a good model for them
and source of inspiration. (Nodira Isamukhamedova, Projoc | Coordin.itoi 2.008 12)



hill Nodira refers to the opening up of choices for teachers, she is focusing
nilic move from the traditional mode of teaching with the prescribed textbook,
iili .i strong orientation towards tests and examinations, to a situation in which,
hi ilic new curriculum, objectives are specified and resources suggested, but
i* i lids are free to work towards these objectives in whatever way seems
‘i.liin])i'iate. This was destabilising at first for many teachers, but ultimately most
u inmound it liberating. She also emphasises the move that many teachers have
..... If lowards taking more initiative in all aspects of their teaching, not always
iilliKl lo be told what to do or how to teach. Finally, she alludes to what has
i ‘' nine avirtuous circle in the context of the project: teachers find that their new
fi|Ho.ich to their learners has gone down well, and they receive positive feedback.
iins ,i()ii of learners’ approval gives them confidence, which in turn inspires them
in inhl new ways to motivate and support their learners. This affective dimension

1ilovolopment is hugely important.

imlliii more, the impact of the project, the immense benefits of the new curriculum
i-il & Itii an institution and for its students, is readily apparent to senior administrators,
i Mils contribution by the Rector of the lead linguistic university demonstrates:

Introducing PRESETT presents university management with a lot of challenges
.r.it requires revisiting national standards, re-designing the curriculum to name
11'w, but it all pays back and is compensated by the ease of applying new and
w//<dive approaches to teaching and learning, and as a result we will have highly
(1talitied graduates.

1.it heads of departments and teachers, PRESETT means moving away from
known and comfortable’ methods of teaching, makes them re-consider the roles
/. i teacher and a student, it means collaborative work of teachers and students,
m live participation of both sides in the learning process, which allows for faster
,ind more effective approaches to learning and productive interaction between
Ir, ichers and students in the classroom.

IVI SETT makes our students active participants in the education process,
iit\ lies conditions for them to enjoy and benefit from the flexibility of the
I>io<iramme, which is responsive to the needs of both teachers and students.
(Miukhrat Kayumov, Rector, University of World Languages, Tashkent)

iln Hector's recognition ofthe importance of the project's work also provides
iimlin-i form of validation for the project team and for teachers throughout the
-"iiiilly who have worked so hard to improve the teaching of English.

Imm many of these comments, it must be clear to the reader that the change process
hr. opened up a number of pathways to professional development that were previously
iiliHke<l by conservative management attitudes, old-fashioned beliefs about teaching,
- .led interests in the status quo, financial constraints or sheer unwillingness to
lin sik out of traditional routines and comfort zones. It is also plain to see that the
11111 €i ns raised by Coleman (2005) in his Baseline Study have been comprehensively
iildii'ssed through the design and implementation of the new curriculum. Although
IIm piojoi i started out as atop down initiative, the overwhelming majority of work
in it-development and dissemlijition of lho new curriculum has been carried out
by liileulod and committed teachers rallmi llitin by expei Is Irom ac.ulomia. Iho



example ofthese teachers has inspired others around the country to take more
control oftheir teaching programmes and, significantly, of their own professional
development. Nearly all the participating institutions now have teachers who have
mastered some or all of the professional skills listed below, all previously exercised
randomly if at all, rather than shared between colleagues. In a very real sense,
these can be seen as the main CPD-related achievements of the project:

n Working from the curriculum document to produce relevant learning
materials for their students. This represents a huge step forward for teachers
who were previously entirely dependent on outdated textbooks.

m Evaluating and selecting materials on a principled basis. Where textbooks
were prescribed there was no point in evaluating them. Now, teachers know
how to use the curriculum as a basis for evaluating the relevance of any published
materials to their teaching and their students’ learning.

m Action research skills. Designing the third and fourth years of the curriculum
involved the team in rethinking the approach to research that future English
teachers might usefully take. Instead of persisting with the longstanding tradition
of knowledge-oriented research into literary and linguistic topics, we agreed
to incorporate courses in classroom investigation, thereby encouraging students
to look into aspects oftheirteaching during their school-based teaching
experience in Year 4. This, in turn, kick-started the process of reflection on
practice. The result has been a different kind of final research paper, which
teachers and students in all participating institutions have now bought into.

m Skills in testing and assessment, tuned to international standards.
The adoption of the Common European Framework of Reference as an international
benchmark for the standard of English that future teachers need to achieve has
been both eye-opening and groundbreaking. An exit level of C1 at the end of
Year 4 has been, and still is, atough target to aspire to, in a context where many
graduates had been sentto teach in schools with a great deal of knowledge
about English but largely unable to function communicatively. Training in testing
and assessment remain a priority for many PRESETT teachers, but considerable
progress has been made and there are now some teachers in each institution
with a basic working knowledge in the area,

n Training skills (preparing workshops and activities). This has been a
significant growth area. Making the transition from teaching to training is not
always a smooth process, and not all good teachers have it in them to work
effectively as trainers. However, taking this step is almost inevitably a
developmental experience, and the pool of proficient trainers continues to grow.

m Classroom observation and supervision with a developmental rather than
ajudgmental focus. Traditional approaches to observation have tended to
involve judgment and atop-down perspective by the observer. Trainers involved
in the project have embraced and implemented the notion of observation for
development, and in many institutions there are instances of teachers pairing
up reciprocally to learn by observing each other. There are also signs that this
developmental approach is taking root in the observation of Year 4 students on
teaching practice.



However, the list doesn't stop there. In every one ofthe 18 participating institutions
........ li.is been a need for the PRESETT liaison tutors to acquire and deploy skills of
mwHI(uent order, all ofthem rich in developmental potential, such as:

= Irani building and working in teams. This has involved a culture change in
ui.my institutions where the prevailing culture has been individual or ‘balkanised’
i.ilhcr than truly collaborative.

m M.inaging innovation. This has necessarily involved dealing sensitively and
I'.iliently with the doubts, insecurities and resistance to change that inevitably
i im1linthe face of a radical reform of this nature. Liaison tutors have had to
win Kk 'horizontally’ with peers as well as ‘vertically’ with (often sceptical) deans,
In .ids of department and even rectors and vice-rectors. They have also had to
win kK with students and even their parents to understand the changes that the
-um n ulum has brought to their studies.

m | c.idership skills. It is atribute to many of these tutors that they have gained
positive recognition as leaders in the innovation process. Inorder to achieve this,
lin-y have had to familiarise themselves with all aspects of the new curriculum
uul lo think through and put into action a strategy for introducing it.

m Innine cases, preparing presentations for regional and national conferences
,r, well as articles for newsletters and journals.

in ill idthese instances, teachers have had to learn how to articulate ideas, to be able
I'M «.plain the principles behind the new curriculum to peers, students and superiors,
mil .il llie same time to understand that they and their institutions are involved in a
........ that reguires time and patience, and that inevitably involves setbacks as well
i .piogress. Learning to work together and to learn through the exchange of ideas
uni experiences has been a challenge in a previously individualistic academic culture.
Winking towards international standards has required an understanding of levels
nH llheir descriptors in the CEFR, and also a break with the custom that institutions
,f1 Their own standards without reference to external norms. This change has
.....ml aloss of power and influence for those previously in charge of assessment
hi ' 1 li institution, and PRESETT liaison tutors have had to deal with it in a sensitive
... piincipled way. This in itself has been a developmental experience.

lInwever, the seeds of a ‘CPD attitude’and a commitmentto career-long professional
'ii -eiopment are sown in students during pre-service training, and the PRESETT
*hiik ulum has a built-in progression, designed to move students from the teacher
u' |lendency they bring with them into the first year of study to the high level of
iilonomy they will need by the end of the fourth year when they are ready to face
llie i h.illenges of full-time teaching. Assessment tasks include a requirement for

mllei live writing, and for students to show individually how they are making sense
'(mndl learning on the programme, moving from a preoccupation with knowledge
i‘1-11: milr,alion that becoming ateacher is essentially a long-term developmental
Hin e',, Students in the early experimental groups were quick to realise the
elunge, as evidenced in comments like these:

lhis curriculum changed my ideas about study. Studying for me became
m vt'i yimpor I,ml experience.



| became more autonomous.
| found the new way of assessment very interesting and useful for me.

I'm much more fluent and confident in English than ever before.

But these changes were noticed by teachers and heads of department too:

Students gain new skills, such as how to analyse, correct, make a distinction...
(a PRESETT teacher)

Students become active participants in different programmes and become
active members of different events, (a head of department)

These comments all remind us of where the real focus of the project has always
lain. The professional development of university teachers is an absolute priority
ifthe seeds of career-long CPD are to be sown in PRESETT graduates during
their studies.

Sustaining the momentum for CPD

English teachers in Uzbekistan have, partly thanks to the new curriculum but also
because of the drive towards acceptance of international standards in all sectors
of education, started to look outwards towards the wider world rather than sticking
to the old way of remaining impervious to outside influences. To that extent, the genie
is out of the bottle, and there is no going back. University students intending to
become English teachers are now being exposed to modern methods of teaching
and learning and are being better prepared for their future careers. The reform
project has in this sense initiated a virtuous cycle of improvement, the results of
which will be seen more clearly as more and more graduates from the new curriculum
go into schools and teach more effectively, thereby raising standards from the very
beginning of schoolchildren’s experience of learning English. The cycle can be
represented thus:



University entry
tandards
improve
year on year

......... yde of improvement will only be maintained if all the stakeholders in the

<t 1llicmain committed to the establishment of a strong and principled teacher
In' .tllon route within the existing university structure alongside or, in some

m m iir li;ad of the previous emphasis on Philology as a dominant academic

ipliH m |he chances of sustaining change are bound to increase ifthere is a

"in .ponding commitmentto CPD among all stakeholders. As indicated by this
= ‘initiation, there are signs that sustainability is beginning to take root and that
®'i 1mm institutional development is the key to maintaining impetus for

1 <l'ipmont at the individual level, and vice versa:

I''l I Il tins a great impact on people; they begin to think more critically and
/«i.ii I/i ally. Their attitude towards teaching and assessment has been changed
unl Hull attitude transported to their students. Through this programme, people
i imw heller what language levels are, what standards are and about the links

i iwceii curriculum, syllabus, materials and classroom teaching.

ihr.iiiinii, mimo helped to build strong links between universities and the ministry
'lin .ilional authorities and teachers. | observed how some teachers became
% h>r, |,ini luippy to see now how people from the ministry use terms like

IH / Il. /As/ 11 and | think they begin lo think in a more goal- oriented way.

|Abh.r. li Iskulov, Director ol the Republican | anguage Centre, University of

Wm lil liiii(Jtiages, Inshkent)



Atthe time of writing, there is energy and enthusiasm for professional development
through involvement in the reform, not only through the training seminars
associated with it but also through the realisation among teachers that they are
now able to take a much more active part in devising materials and activities for the
implementation of the new curriculum. There has been a paradigm shift in the role
of university English teachers, from simply being ‘deliverers’ of a predetermined,
course book-dependent programme to being co-creators of a programme tuned to
the needs and interests of their students. It is too early to say whether this shift will
be sustained beyond the current period of hectic innovation-related activity, and
one concern is that some teachers and administrators are still thinking in terms of
writing new textbooks for each strand ofthe curriculum. However, the establishment
of Professional Development Centres (PDCs) in almost all the participating
universities has been a vital move towards sustainability. These centres vary in size
and scope of activity, but they do provide access to print and electronic resources
for teachers, a focal point for teachers to meet and talk about teaching and, in
some cases, also a venue for training seminars and other development-oriented
events. Another important innovation isthe regular series of video conferences,
hosted by the State University of World Languages and linking all 18 participating
institutions. These video conferences take place on the third Friday of every month
and each deals with atopic of direct relevance to the implementation of the new
curriculum. They are enthusiastically attended and provide welcome opportunities
for shared dialogue for the many teachers and administrators involved in PRESETT.
Additional updates are provided by the PRESETT Newsletter, edited by the project
team at the British Council and carrying articles and news items about the project,
and there is also a mail group which teachers can use to exchange ideas and
experience and also to raise queries and problems.

Understanding ofthe principles ofthe new curriculum is still patchy among
managers in participating institutions, but the impact on the professional
development, competence and confidence of English teachers is everywhere
palpable, and this in itself is a key plank in sustainability. This perspective will

be further strengthened if managers in each PRESETT university are able to see
evidence of developmental benefits for themselves and for their faculties and
institutions. Put another way, sustaining this reform to the curriculum will require
joined-up thinking and a continuous commitment by all the main stakeholders.

Conclusion

Continuing professional development differs from in-service training in that

it is often unplanned, and it takes place unconsciously as well as consciously.

It has an institutional as well as a personal dimension. It can be triggered by both
top-down and bottom-up forces but it seems to flourish when there isjoined-up
thinking at all levels and among all stakeholders within a system. The PRESETT
project in Uzbekistan has provided, and continues to provide, opportunities for
individuals to stretch themselves professionally beyond their comfort zones and
into areas they had not previously explored. As can be seen from the evidence
cited in this chapter, the project has brought important developmental benefits
to the following groups:



m |I'mi.hers involved in designing the curriculum and the accompanying sample
in.ilerials (in terms of acquiring new skills, raising their professional profiles and
u.lining respect from their peers and superiors)

» |'eichers implementing the curriculum in their own institutions (in terms of
u Nlunking their priorities, ways of preparing and assessing future teachers,
un-iiloring and training colleagues as more and more become involved in
lho new curriculum)

m 'Indents graduating through the new curriculum (they are already aware
i4the need for career-long professional development and have identified
"Jiportunities for this once they start teaching)

m |leads of department and other administrators in participating institutions,
who have been involved in awareness-raising seminars throughout the project,
uni who have started to see benefits in terms of the motivation of their teachers
mil the achievements of their students, as well as in the enrichment and
illvorsification of resources available to support the teaching of English.

it. mo of this would have been possible ifthe curriculum reform had been rushed
himmgh, or imposed in an exclusively top-down way. The reform strategy has been
m il on a solid foundation of research, with careful attention to detail, and with
........ mental involvement of institutions and teachers over an extended period of
Hint' Ihe CPD dimension has understandably been a positive by-product of the
liii in, but It has been noticed and supported by decision-makers throughout the
, .lorn, and this gives those of us who have been responsible for steering the
in.ilei i reason to hope that it will now take root in the ELT community within
1 Imkistan and provide learning opportunities for those involved in large-scale
e i. Hin programmes in other contexts.
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Introduction

Hm research (AR) is seen by its advocates as a means of empowering teachers
s nlenabling them to acquire deeper insights and understanding about their
Iti.it liens. Atthe heart of these claims is the notion of educational change and
miiiiv,ilion occurring through a systematic approach that integrates classroom
Hlinn, research and reflection. We argue that AR, when instituted systematically
....... hi educational sector and facilitated progressively and incrementally over
mi* llined periods oftime, can have a substantial impact on teacher participants,
....... «( hools and centres, and the sector as a whole. We also suggest that, from a
i, .i In-i researcher perspective, involvement in such a project can greatly enhance
i. ilhin<|, develop practices of systematic enquiry, and facilitate entry into and
i live participation inthe ‘world of research’.

mi iiir.] Ihis background, we describe the introduction of a professional development

ntii<iv, ilion, the Action Research in ELICOS Program, into the Australian English
tntjii.Kje Intensive Courses for Overseas Students (ELICOS) sector by its professional

iiiii ly, I nglish Australia, and evaluate its impact over the four years of its operation.

Iln-, initiative was seen as a way to address a key strategic goal of English Australia

1.1 Lnilitate high levels of professional practice by ELICOS teachers and to enabie

i. mlh-isto be integrated into this process nationally. Thus, it constitutes both

i"P down and bottom-up continuing professional development (CRD). In this vein,

.......... ipter is co-authored by the programme facilitator (Anne Burns) and a teacher
ihi1).ii ticipated in 2.012 (Emily Edwards), in order to provide both macro (sector-
iii nlt'd) and micro (individual) perspectives on the innovation and its impact.

lIn- discussion first considers the processes and structures developed to introduce
Hi- piogramme. It focuses in particular on the piloting of the programme in the first
,>.ii (2010) and the responses ofteachers and other stakeholders, and then outlines
IHiw Ihr innovation has been sustained. The programme’s Impact on the sector as
"wiliuli-is also evaluated. Then, to further illustrate its impact on individual ELICOS
i ,n lii-imand their teaching practices, the chapter includes an account of a previously



‘umnii,ii. 11]i',h |it i mAH experiences .ilui describes how these have led to innovations
hiin h Hi' .md piolession.il development renewal. The experiences involved a sense
.............. p.il I ni ,iii.iiiini.il,md international ELT community through continuing
........... h. i'iihlii .ilioiv. .md conference presentations, illustrating the potential of

B lend beyond the completion of an individual project.

Ihr i h.iplci cone hides by analysing the key drivers (Fullan, 2007) that contributed
In lliilpmgmmme’s success. This analysis highlights what readers from other sectors
wishing lo initiate and sustain a similar innovation can take into consideration.

The context of the innovation

Ilie Australian ELICOS sector offers a wide variety of courses for international
students, the most popular being General English, English for Academic Purposes
(which can provide evidence that successful students have met minimum English
Unguage standards required for vocational and higher education programmes)
and preparation for examinations, such as the Cambridge suite and IELTS. English
Australia, the sector’s professional association, has a membership of over 100
colleges, ranging from publicly funded and private institutions attached to city-
based universities, vocational colleges and high schools, through to large and
“in,ill stand-alone private providers in major cities as well as regional areas.

I nglish Australia’s goals are to play a key leadership role in raising educational,
professional and ethical standards within member colleges and to represent

llie interests of the ELICOS sector to government and other agencies nationally

<iikl internationally.

In many contexts worldwide, language schools and colleges offering programmes
lo allrad fee-paying international students are perceived as being concerned
more with income generation than CPD. However, one important way that English
Air,li,ill,i, as a professional association, seeks to raise standards is by promoting
and enhancing professional development among the estimated 2,500 ELICOS
teachers, whether or not they work for member colleges. CPD is perceived as a
major strategy to enhance the quality of ELICOS institutions (and thus student
learning outcomes), which in turn will lead to heightened reputation and increased
student numbers. Among the CPD initiatives managed by English Australia

are the organisation of state-based professional development workshops,
preparation and dissemination of Guides to Best Practice in ELICOS, management
of a bi-annual peer-reviewed journal and organisation of an annual conference
(see www.englishaustralia.com.au/professional-support-and-development).

Despite this range of offerings, there were no sustained opportunities for teachers
to conduct research building upon experiences gained through postgraduate
study or local initiatives in classroom practice, which could also contribute to
higher levels of teacher professionalism (see Brandon, 2011). This lack of
engagement was coupled with a general feeling ofteacher mistrust towards what
traditional academic research had to offer them as practitioners. An approach was
needed that would combine shared knowledge about teacher classroom practices
with the El ICOS sector’s professional goals for quality educational provision.


http://www.englishaustralia.com.au/professional-support-and-development

Iho innovation

iMiwlng on concepts and structures underpinning an extensive 15-year AR
li.mime in the Australian Adult Migrant English Program (AMEP) (Burns, 2005),

I ntjll'ih Australia’s Professional Support and Development Office (PSDO) and the

in 1 .mlhor developed and successfully submitted a proposal to the board of

“ii'ili'.h Australia. Cambridge English Language Assessment in the UK then

mii' .(I to fund a one-year pilot study. While the integration of AR into AMEP

® 'mm h and professional development was regarded as successful (see, for
‘ample, Roberts, 1998; Borg, 2013), it could by no means be assumed that

n H()'> teachers, let alone their academic managers, would embrace the concept
1:MHlilioner action research. The sector was not noted nationally for its high

I -1Hiinterest in research-based teaching. Moreover, since it is subject, like
".my international education programmes, to unpredictable policy, market

mi lindustry forces, the general perception externally was that it was driven

i'i mi.ii ily by financial concerns and its contribution to the Australian economy.

;i iilheless, AR was seen as having the potential to expand teachers’ interest
mil knowledge about research, and to involve them more directly in developing
iihillty classroom practice. In addition, research outcomes could be disseminated
" limn,illy to other ELICOS teachers through English Australia. Six core principles

i AR (Somekh, 2006: 6-8) encapsulate the essential concepts we aimed to adopt:

| Action research integrates research and action in a series of flexible cycles
involving holistic rather than separate steps: the collection of data about the
topic of investigation; analysis and interpretation of that data; the planning
and introduction of action strategies to bring about positive changes through
lurther data collection, analysis and interpretation .. and so forth to other
flexible cycles until a decision is taken to intervene in this process in order
to publish its outcomes to date.
Action research is conducted by a collaborative partnership of participants
and researchers whose roles and relationships are sufficiently fluid to
maximise mutual support and sufficiently differentiated to allow individuals
to make appropriate contributions given existing constraints.

| Action research involves the development of knowledge and understanding
of a unique kind. The focus on change and development in a natural social
situation, such as classrooms, and the involvement of participant-researchers
who are ‘insiders’ to that situation, gives access to the kinds of knowledge
and understanding that are not accessible to traditional researchers from
the outside.

'l Action research involves a high level of reflexivity and sensitivity to the
self in mediating the whole research process.
Action research involves exploratory engagement with a wide range of
existing knowledge drawn from .. fields of social science, in order to test
its explanatory power and practical usefulness.

(> Action research engenders powerful learning for participants through
combining research with reflecliffli on practice.



I (ii 1 ngll".h Air,It.ill.i, Ihi-ic were two major strategic goals for this programme:

| lo (ICJUi|) toachers with the skills to enable them to explore and address
their own identified teaching challenges

2. lo share the outcomes of this research.

In addition, English Australia anticipated four key outcomes that would build into
the major strategic goal to facilitate higher levels of professional practice:

1. To provide direct professional development of the teachers involved

2. Toinitiate the development of teacher peer networks

3. Toincrease teacher engagement with research and academic researchers
4.

To initiate further professional development by the teachers Involved.

The concept of Innovation is notoriously elusive and difficult to define, but it is
usually recognised as some kind of change driven by deliberate, conscious
Intervention In order to produce new ways of thinking and acting. Rogers (2003:12)
defines innovation as ‘an idea, practice or object perceived as new by an individual
or other units of adoption’. Our aim was to generate new perceptions, not only for
individual ELICOS teachers, but also for the national ELICOS sector more generally.
Our concept of change and innovation also involved the idea of a new application
of existing knowledge (about AR) and experience (from the AMEP precedent) with a
view to creating other Innovative (and possibly unexpected) forms of knowledge
and creativity.

Implementing the innovation

To initiate the programme, English Australia called for Expressions of Interest
(EOIs) from ELICOS teachers across Australia. Teachers were encouraged to
volunteer to investigate any area of practice within suggested broad ELICOS
priority areas, to explain briefly their reasons for investigating this area and to
outline some initial plans for undertaking the research. The broad areas for
research were identified through previous English Australia consultations with
teachers and college administrators, and were wide ranging, covering teaching and
learning of macro-language skills, assessment and monitoring of student progress,
teaching different types of classes (General English, EAP) and student motivation.
Inthe first year of the programme (2010), 12 EOIs were received and six teachers,
located in New South Wales, Western Australia, Victoria and South Australia, were
selected by a Reference Panel consisting of representatives from Cambridge
English, English Australia and the first author. The topics, addressing the teachers’
own classroom issues, included two projects investigating motivation (in high-level
and intermediate-level learners), two projects focusing on extensive reading (one
introducing extensive reading to beginner students and one exploring its impact
on vocabulary development), one project on using digital devices for vocabulary
acquisition and another on developing active participation in listening and
speaking (see Cambridge Research Notes 48 for teachers’ accounts). Since the
funding for the initiative was limited to a pilot year, it was agreed that only a small
number ofteachers would be included in order to test reactions to the programme.



hii Ihc leachers, and their academic managers, would be clearly aware of their

....... illmcnts from the start, they were informed that they would need to attend

wiii kshops (firstly, one-and-a-half days and, subsequently, one day each),
m ninnil' their AR between workshops, submit written accounts and present at a
I '-iimiilaboutthe programme atthe annual English Australia Conference. The
i -I'mm managers were asked to endorse their applications. It was essential for
it Inimto have their direct approval and support, so thatthey could be released
> hi ii-,» lung to attend workshops, given time to write up their accounts and
i nli'd with financial supportto attend the conference. In order to disseminate
tin  nli nines of the programme further, in Australia and elsewhere, Cambridge
I i Jiundertook to publish the teachers’accounts in theirjournal, Research
1) i I'hit initial model of the programme structure is represented in Figure 1

ilium- 1 Initial model for the programme
Introductory workshop

Projects

Workshop two six-seven months

Projects

I i' li workshop was facilitated by the first author with the support of English
i n.ili.i's PSDO. The aim of the first workshop, held in early April 2010, was to
..... Himise the teachers with the main concepts of AR, refine their research plans,
flop some initial questions to frame the research process, identify teaching
Ihili'Qlos to be trialled and nominate ways to collect data for action and reflection.
i inipoitant part of this workshop was each teacher’s presentation of their initial
H .Iirch plans, and the resulting group discussion where questions and
piik lions were made for taking the plans forward. After this workshop the
|" i< Ini-, worked at their colleges to put their ideas into action, returning for the
11 iind workshop in early July to discuss what they had achieved so far and to

Ini'.c .iiiy issues aboutthe process.

i in--(( ond workshop, atthe end of July 2010, was also based on extensive

ill-... f. ion; after each teacher explained their research processes and reflections
in 1lilc lhose ideas were debated by the group, and further strategies and research
mnim lions were identified. These sometimes involved refocusing the research in
1if lighl of personal reflections or group interactions, identifying a need to collect
ni'w loi ms ol data or testing out the findings with new learner groups. Ideas for
iin.ilysing Ihc data, bringing the research to ,i conclusion and writing accounts



of the projects were also discussed. Then, the teachers again returned to their
workplaces where they continued with their research, but also gradually brought
it towards an end-point. At the third workshop, the day before the English Australia
Conference, the teachers reported and reflected on how they had finalised their
research, and rehearsed their presentations for the joint colioquium. We also
discussed the highs and lows of their experiences, stressing that their feedback
was also valuable as the basis for a possible extension of the programme.

Evaluating the impact of the innovation

To understand whether this CPD innovation was proceeding effectively, we needed
to evaluate it as it was being implemented. After each workshop we collected
responses from the six teachers on their reactions and also their suggestions for
any changes that should be made. The general reaction to the first workshop was
immediately positive, as illustrated here:

A great experience. It was great working with Ithe facilitators] as well as all the
other teachers. They were all friendly and helpful. It's really important to share
ideas about classroom research with fellow teachers.

One ofthe aspects teachers seemed to value most was the opportunity to

learn from each other (inspiration - from ‘thinking' teachers!). However, they also
expressed some anxiety about the research demands (Will | get everything done
in time?), uncertainty about their research knowledge (What a steep learning
curve!) and concerns about their research skills (refining questions, clarifying the
process). In subsequent workshops, their reflections deepened as they challenged
their practices (I've learned a lot about myself as a teacher and researcher from
action research and my students), but also confirmed their research activities and
experiences (affirmation that | was on the right track). A comment from the final
workshop encapsulates several of the AR principles enunciated by Somekh (2006),
which were also more generally supported by all six teachers - the value of
collaboration, the movement towards deeper reflection, the development of
‘insider’ and unique forms of knowledge, and the situating of new knowledge
within broader existing knowledge to test and frame one’s personal practices.

I've heard everyone eise’s ideas and there are definitely things I'll take back

into my own teaching, especially going from technician to professional, a
reflective practitioner. | did get a little lost in my reading. | went back to teaching
approaches... old theories, new theories, all the labels. How am 1 going to label it
and so on? | realised it actually doesn't matter-you are using the best methods
you can to do it.

An analysis of the workshop discussions, teacher responses and written accounts
showed that the six pilot programme teachers felt they had gained professionally
in numerous ways, including:

1. Developing more analytical ways of thinking about their teaching
2. Generating more in depth ways of reflecting on teaching practices

3. Rethinking routine, taken-for-granted practices



Gaining knowledge of tools to investigate their teaching more systematically
S. Developing confidence in their ability to conduct research

(i. Articulating their personal professional knowledge as a legitimate aspect of
their practice

/ Developing deeper notions of iearner-centredness through closer
consultation with learners

tl Being more willing to integrate learner participation and learner decisions
into their practice

) Gaining greater appreciation of the knowledge, skills and learning
preferences learners bring to classrooms.

However, their experiences of conducting research had not been without
ii.illtMiges. One teacher reported considerable resistance and criticism of her
wviilvement in the programme from other teachers at her workplace, who saw

i .r. justlooking for extra work you're not paid for. Another had experienced

nilli* interest from her college management, despite their original assurances

i iiml supporting her. This college made few allowances of time or resources

I"i Imr research, and she felt she had conducted it in relative isolation. However,
Hi'm'attitudes seemed to be relatively limited; in this and subsequent annual

i n"llammes most managers were overwhelmingly positive, offered considerable
iilipoi L and also reported that the research had expanded to include others.

(Inn reason may be that the level of commitment on the part of colleges was made

ili.ii lrom the beginning. For example, one manager highlighted the impact of

lii-ii'scarch at his college, noting that it had even led to his direct involvement:

I hi our college, the impact of the programme was substantial as it affected

the whole staff. Most teachers became involved through observation, team

Ir, idling and collation of data. Even the [Director of Studies] (myself) was back

in the classroom to observe the research ‘in action’ and to assist. The opportunity

hipresent at the English Australia conference inspired more staff to submit
ii(Jgestions for research, and seek funding from the college group.

At the final workshop, as they reflected on their experiences, the teachers
unvested several ways the programme could be improved. One problem was the
time period between workshops where they continued the research independently,
dili h m some cases had led to feelings of isolation. In a country as large as

n  l.iiii, and with limited funding, it was not possible to organise additional

"ii I'.hops. Therefore, some form of electronic contact needed to be considered
il the piogramme continued. Others felt that they would have benefitted from a
i uit|('i period between the first and second workshops, so thatthere was more
Hint* to process and establish their research and work out directions to take. In
iildltlon, they suggested it would be beneficial to have more than one teacher from
iln ..ime workplace, working in teams or partnerships on the same topic. Some of
tin teachers also wanted opportunities to disseminate their work other than
Hitou(Jh journal accounts, which colleagues might not read (I'm really passionate
Lilhml my research] and want to talk about it). They also felt that the programme
«mild develop ,innii.il researc h 'themes’, related closely to areas that became



priorities for ELICOS teachers. This would still allow teachers to select their own
topics, but within aframework that could provide stronger relationships and
overlaps among their investigations.

The teachers’ responses and suggestions outlined above served to enrich the
innovation for further development. Even though the stimulus for the research
might have begun as a ‘top-down’ initiative through English Australia, its successful
operationalisation fundamentally depended on the close engagement of teachers,
who might not otherwise have been prompted to innovate. Their responses
suggested that they had taken up and personalised the innovation through renewal
of local pedagogical practices.

The teachers’ colloquium at the English Australia Conference was attended by over
60 participants from ELICOS colleges across Australia and was a valuable way of
gauging broader sector reactions. Formal feedback suggested thatthe programme
was seen as an effective innovation:
| was most pleased to attend the action research colloquium as | had considered
taking part in the programme when | first heard aboutit.. | now feel that | could
confidently engage in some action research myself.
It was interesting to hear what some other teachers have been working on/find
worthwhile focusing on. Their findings and conclusions raised questions, which
was great!

Excellent to hear of research happening in the workplace.
.. inspiring in terms of seeing tangible benefits for teacher PD.

The 2010 pilot provided strong evidence that this innovation was being positively
received across the sector. Based on this response, Cambridge English agreed

to continue funding the programme, which in 2014 will be in its fifth year of
implementation. Taking into consideration the various forms of feedback received
during the pilot and others gathered in subsequent years, the programme model
has been fine-tuned to include additional aspects:

1. The programme is more focused in terms of research themes. Each year a
priority area, responding to teacher and manager perceptions of student
needs, is now selected to strengthen practitioner research and teaching.
In 2014, the focus is on reading and reading assessment.

2. Teachers can now volunteer for the programme individually or in pairs.
Thus, there is more flexibility for teamwork, which also leads to mutual
support during the research.

3. The programme duration has been extended. The first workshop is now held
in early March and the second workshop in late July. This allows teachers
more time to set up the research process and explore their initial ideas.

The third workshop remains connected to the English Australia Conference.



4- A closed wiki has been established for sharing reflections, questions,
teaching ideas and research tools throughout the programme. Relevant
references, resources and articles, writing guidelines and deadlines, and
administrative information about workshops are also posted. Also, group or
individual contacts are made regularly through email.

S Between workshops at least one Skype meeting per research project is held,
involving the first author and the teachers. These allow us to discuss the research
process, pose questions and make further decisions about how to proceed.

< Each year the participants now contribute to a ‘teacher-friendly’ newsletter.
They write a 350-word account of their research, with illustrative examples
of their activities and findings. The newsletter is produced in time for the
annual conference and widely disseminated to conference participants and
other teachers to inform them about the research and to encourage
further participation.

/ Where possible, the first author and the PSDO facilitate additional opportunities
for teachers to presenttheir research beyond the English Australia Conference.
One example is the annual TESOL Research Network held atthe University of
Sydney each September; another is the IATEFL Conference in the UK. Teachers
have also presented their research extensively at local staff or CPD meetings
and other national and international conferences.

il Teachers are encouraged to publish their research further in newsletters,
national journals and, in particular, in the English Australia Journal, and
elsewhere as they find opportunities.

ihrirlinement ofthe programme structure is a work in progress and will be
‘iiilniually adjusted into the future. Its current form is shown in Figure 2.

I Inure 2: Current model for the programme
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At the time of writing, 38 teachers (with 11 more teachers included in 2014) have
completed 24 projects, published in Research Notes 44, 48, 53 and 58 (see www.
cambridgeenglish.org/research-and-validation/published-research/research-
notes/). In addition, teachers from all years of the programme regularly report to
English Australia that they continue to present their work at local, national and
international seminars and conferences.

Up to this point, we have described the programme implementation at the sectoral
level. Below, the second author of this chapter, Emily, offers a ‘micro-level, first-
person account to illustrate the impactthe programme has had on an individual
teacher participant.

EmiSy’s experiences of the Action Research innovation

As one ofthe teachers who participated in 2012, my aim isto outline and reflect on
my own experiences. To aid my reflections Idraw on the research journal entries
and wiki updates Iwrote during the programme, my final AR report (Edwards,
2013a), as well as my analysis of the CPD opportunities | have experienced in the
12 months immediately following the programme. First, | provide a brief summary
of my teaching context and my AR project. Then, | highlight some of my feelings
and experiences during the process of doing my research, before focusing on the
impact of my participation in terms of teaching, learning and syllabus development
in my context. Finally, | discuss how the programme has been a catalyst for my
professional development and career progression.

Background and context

The AR programme in which | participated included nine teacher-researchers from
four Australian states who were undertaking six projects, all investigating an aspect
of assessment. Atthe time of my participation, lwas working as an Academic
English Teacher and Co-ordinator in a relatively small private ELICOS school in
Sydney. The Academic English courses were aimed at students ranging from Bl

to Cl1 levels on the Common European Framework of Reference (CEFR). Typically,
the classes were linguistically diverse, including relatively equal numbers of
students from Asia, Europe and Latin America. | had never done any classroom
research myself, although | had learned about AR theories and processes while
completing coursework in a Master of Applied Linguistics degree just the year
before. As an uninitiated teacher-researcher, | was keen to use the AR programme
as a professional development opportunity, but also to develop and trial part

of my school's Academic English syllabus, which I had recently been involved

in re-designing. In fact, one ofthe original purposes of AR, as proposed by
Stenhouse (1975), was as a method of evaluating and renewing a school’s
curriculum, and from my experience AR certainly proved to be an effective

tool for creating an innovative and student-centred syllabus.

Action research focus

The start ofthe programme in March coincided with my attemptto re-design the
assessment rubrics for marking written assignments completed for the school’s
Academic English courses. | decided to focus on using AR to invesliq.iU; and evaluate



wtliM'ont ways of integrating the new assessment rubrics into my lessons in order
i" help my students better understand and address the assessment criteria, and
ilii'ii use my feedback to further their own progress in writing. To gain a theoretical
hvi'l view, | started reading about Assessment for Learning (AfL) principles, which
m |(Jost that both transparent assessment criteria and feedback from assessment

l.isks should be integrated into teaching in order to assist students to make
liliigi ess, and therefore benefit from formative assessment (Assessment Reform
' 1nip, 2002; Brown, 2004-05; Pooler, 2012). AfL is not a new concept and has in
li I become a major trend in mainstream education over the last 20 years,

i Milling in the publication of the UK-based Assessment Reform Group'’s set of

i'i mi iples in 2002. However, these theories did not seem to be widely discussed in
Mu' Australian ELICOS context, and | myself had limited knowledge of AfL. Also, the
Ai iidemic English syllabus that | was working on placed very little emphasis on

r.sessment rubrics and how they could be used to help students improve. As a

insult, the focus of my project led to innovation in both syllabus development and

isn Iting practice in my context. The project involved atotal of 12 weeks of

nsiicli between March and July 2012. Table 1 shows the stages, research

iiii",lions and results of my AR project (see also Edwards, 2013a, 2013b).

lilrtc 1: An overview of my AR project

Stfige of project

Number of action
n -.oarch cycles

Hi Miarch questions

IIDHIlits

Stage 1 (four weeks)

1

How can explicit use of
assessment rubrics in my
Academic English ciass most
effectively enable students to
assess and monitor their own
formative written assignments?

Many different activities
seemed useful (e.g. peer
evaluation, editing assignments
using checklists, and goal-
setting), but setting goals based
on teacher feedback and the
rubrics seemed to be the most
effective in my context.

imiloctions during the programme
In ilocument the reflections of the teacher research group in which | participated,

Stage 2 (eight weeks)
3

How can goal-setting using
assessment rubrics in my
Academic English class most
effectively enable students to
assess and monitor their own
formative written assignments?

Using the assessment rubrics
and teacher feedback to set
and monitor progress goals for
writing was successful for most
students in terms of progress,
motivation, encouraging self-
study and developing learner
autonomy.

i wiki was set up by English Australia, where we were encouraged to post updates

illii | |[oiirnal entries. This allowed us not only to observe the development of our
swn lhinking through our projects, but also to support each other from our

ilifit Mciit locations across Australia, which was especially important for me as | was
-'inducting the project individually. Although my overall AR experience was very

positive, there were moments of frustration when |faced various research and
lir.I kitlonal challenges. In retrospect, however, | now see that these were

ini| >xn Imil learning episodes. Figure 3 is a visual summary of the key themes |

ii liMilifled from analysing my wiki updates and join nal entries. My feelings and



experiences developed over three stages and are shown in the three white circles.
Quotations from my wiki updates and journal entries which most represent what
was occurring at each stage are shown in the shaded speech bubbles.

Figure 3: Feelings and experiences during the AR process

April 2012 (two weeks of
research completed)

July 2012 (12 weeks of
research completed)

I have learnt a lot and Satisfaction:
moved my project Experiencing
forward, with interesting positive outcomes
outcomes... I've really and improved
enjoyed sharing the relationships
action research process with students.

with my students.

Effects on teaching, learning and syllabus development

Interms of the impact of the AR programme in my teaching context, there were
some significant effects on my own practice, my students’ learning and the syllabus
development of the Academic English course (see also Edwards, 2013a). Firstly,

as ateacher | became more critical, more inquisitive about many aspects of my
teaching and more connected to my students’ needs. Conducting focus groups
and interviews was an excellent way of encouraging my students to express their
opinions and needs more openly, and they gave me new insights into which
activities they preferred and why. Consequently, Ifelt that my lessons became
more learner-centred, my teaching methods improved and | was more open to
teacher-student negotiation. Secondly, I reflected more deeply on my students’
learning and | grew to realise that focusing on goal-setting and monlloi Ing with my



i"ii ni\ substantially benefited their progress in writing and in language learning
e 'i iirnorally. Evidence | collected in the second stage of my project showed
........ oiivincingly that getting students to focus every two weeks on one specific
i ilib.isod on one ofthe 15 assessment criteria), and encouraging them to do a
i.....ludy activity to address this goal, resulted in increased scores for that
ilon (an increase in 83 per cent of the scores).

v ni liom improving aspects of their writing ability, my students were also
" loping self-study skills that would be essential once they graduated from the
A mliiiiic English course and went on to university study in Australia. Although it
W. mil possible for me to track whether the impact of my research on the students
wi ir.l.lined after Icompleted my project, it seems reasonable to suggest that
i h.ii her becomes more critical and reflective, and consistently models this
imviour, their students are likely to benefit, no matter what their future learning
mili'» linally, doing this AR project was a very useful way of evaluating the
i v.inont rubrics and the related classroom activities | had created, which were
Hm-tl ihroughout the project and continue to be used in the Academic English
miiM"' at the school where Iworked. Apart from the structured course materials,
", ip .i'arch also generated more self-directed learning activities and self-study
" ji" ii.ils than had been previously available. These materials were developed
"i.mulh negotiation with my students, and this contributed to their practicality
sinlthe possibility that other teachers and learners would continue to use them.

li Acatalystfor continuing professional development
M *mil empirical studies (e.g. Banegas et al., 2013; Jones, 2004) and other
iml'ln .iiions (e.g. Burns, 2009; Somekh and Zeichner, 2009) argue that AR has
Liiislot mative’ power, in that it changes teachers’ professional lives in many ways,
i"iil lIrom the impact on teaching practice, student learning and materials or
/llilitis development, participating in the AR programme has had a sustained
=Him | on my personal professional development and career progression. For me,
" h.r..icted as a kind of catalyst, enabling me to connect with the wider ELICOS
mil 1l "OL teaching and research communities.

i Hiilie Aillustrates the nature ofthe continuing professional development | have
*"In ilenced inthe 12 months since | completed my AR. It is reflected at four
'Illeifiit socio-cultural levels: the individual level, the ELICOS school level, the
ii.illon.il I LICOS level and the international TESOL level. Although they are

re m nted separately, these levels are fluid and overlapping in various respects,
i'n example, my recently-started Master of Education research degree, leading

i" i PhD, will involve exploring in depth the impact of the 2010-15 Action Research
m111i.OSProgram on the sector, including the participating teachers, students,

" InMil', and the wider community. In particular, it will aim to identify the extent to
whli h Tho impact of this innovation has continued overtime. Although this initiative
i.pi.H ed at the individual level, the continued focus on AR in my thesis is, in turn,
llkrly lo have an impact on any future work I do in ELICOS schools. Similarly, it is
lilu'ly lo emerge at the national and international levels, as | continue to present

.mil publish my future research findings.



Figure 4: Action Research as a catalyst for continuing professional development

International TESOL level

| have published a report on my project
in Research Notes, written an article about
action research for the English Teaching
Professional magazine, and been accepted
to present a poster with my colleague at

The International Applied Linguistics
Association (AILA) conference in 2014

National ELICOS level
| have presented attwo national
conferences and one local colloquium
in Sydney, and also published a
peer-reviewed article on my research
in the English Australia Journal

ELICOS school level
| have led two workshops
for colleagues based on action
research and Assessment
for Learning

Individual level
I have started afull-time
Master of Education
(Research), focusing on the
impact of action research

Reflecting on how | have been enabled to pursue these opportunities, Ithink much
can be attributed to the development of my research, writing and presentation skills
during my participation in the AR programme. When | reported on my research,
Iwrote: ‘I have had an invaluable induction into classroom-based research methods,
equipping me with useful skills to continue my postgraduate studies.’ (Edwards,
2013a: 30). Indeed, having collected and analysed my data and experienced the
report drafting process as part of the AR programme, | was then able to attempt

a longer peer-reviewed article, which was accepted for publication in the English
Australia Journal (Edwards, 2013b). Inturn, my publications provided very valuable
support for my research degree application. Finally, through the AR programme,

I metthe first author of this chapter, who is now supervising my research degree
and has had a major continuing impact on my professional development.



Mmvji'Voi, it is also important to note that for many teachers, continuing
m | v.ional development can, and arguably should, be centred on their classroom
hlii r,  have emphasised further academic study and research here because
lliitl 1his been my own personal experience and focus. AR can certainly be a
i niiily\l lor improving the quality ofteaching methods and strategies, especially
............ live approach is maintained after completing the research. To my
..... wkdge, many, if not most, of the teachers who have completed this AR
"ii,iinine have remained as classroom teachers. Since little is currently known
iiii Mil the ongoing effects that conducting AR might have on teachers’classroom
4 Hlico, my Masters/PhD research project will explore in detail exactly that issue
hi Mu' context of this particular AR programme.

i"i iHe, the AR programme has achieved far more than improvements to my teaching,
nr, students’ learning, and the materials and syllabus used in my context. It has been
il.ilyst for my further academic study, for my involvement in other colleagues’
........ development and for dissemination of my research through publications
mi Lii i'sentations. A key element of the programme is that it allows for continuing
iin|im | on the professional development of the teachers who participate through
limilk: channels for sharing research results, and active encouragement of
mi 11t dissemination of their research. It provides a way for ELICOS teachers, who
m usually only involved in teaching and learning at an individual level, to become
i I'lill « much larger national and international ELICOS and TESOL community.
iin mi turn, presents substantial opportunities for learning, sharing, networking,
ill'll progression and further professionalisation of the ELICOS sector.

I valuation and reflection on the process of implementing
Iho innovation

inli mincing, designing and implementing the Action Research in ELICOS Program
iii, involved developing an attitude of trial, experimentation and critical evaluation
hi lhe part of the facilitators and other participants. It is always valuable to

miiir.K k;r how the process of implementation might have been different or how

Hi' programme might have been designed in alternative ways.

in ,0111@respects, the decisions relating to how it could be structured could be
m'M .idered cautious or conservative, the antithesis of what innovation is meant

i" In" about. The programme built on a model that was not new, but had been
-|>i'i.ilionalised over many years in a different educational organisation (the AMEP).
In Ihr. respect, our perspective on innovation was one where existing knowledge
iimlexperience oftried-and-tested processes laid the essential foundation. On the
alin hand, the model was being transplanted to new ground, where conditions for
i intoss were unknown and possibly very different. In its new iteration it

Il millined two major organisations, one of which, English Australia, aimed to
>v.ilii.ile how the programme integrated into its strategic goals for quality
lilipiovement in an internationally competitive and industry-focused educational
mm lor, while the other, Cambridge English, had traditionally been prominent in

IiiM |Uii(le proficiency testing in Australia but had little familiarity with ELICOS and
ilm' piolessional development ol its teat hors.



In retrospect, the decision to use an established but also home-grown Australian
model that could be progressively developed and adapted has appeared to be

an effective one. One advantage was that the model had already been shown

to suit a local style of working that Australian teachers could relate to. The types
of programmes offered by the AMEP and ELICOS were in some ways similar;

both were directed mainly at adult learners, from a wide range of language
backgrounds, and offered short-term courses, focused on specific types of
language skills development. The six to eight-month programme duration was long
enough to allow for a worthwhile AR project to be conducted, but not so long as

to exhaust the teachers conducting it. Moreover, the programme could be fitted
into the rhythm of the Australian academic year, allowing teachers time to complete
their written accounts for publication. Allocating three workshops across the
programme was based on estimating the number of times it would be beneficial
for teachers to meet, but also accounted for funding restrictions and the capacity
of teachers’ colleges to release them. Also, the planning of the workshops had to
consider the wide geographical dispersion of teachers across the country and the
time involved in travelling (Western Australia is more than five hours’flying time
from Sydney!).

Thus, the changes over time described above were incremental and the result

of continual progressive feedback, from participating teachers and others in

the sector, directors of studies, English Australia and its board members, and
Cambridge English. For an innovation to be successfully implemented, the drivers
of that innovation must be especially alert to the reactions of those who are the
most directly impacted, in this case the teachers. As Markee (1997: 24) notes:

Teachers play a key role in the success or failure of a planned innovation,
because they are the executive decision makers in the actual setting in
which the intended innovation is to be integrated - the classroom.

Conseguently, it is the constant feedback from teachers that has played the major
role in refining the implementation of this programme.

Lessons Seamed: transferability to other contexts

We have already suggested that several local factors were essential in the process
of shaping this innovation and, indeed, the literature on educational change is full
of references to the importance of the cultural, social, cognitive, affective and
behavioural context in the successful implementation of innovation (e.g. Fullan,
2007; Kennedy, 1987; Markee, 1997). Kennedy (2013) warns against adopting
simplistic, linear views of innovation implementation, seeing it as a process that
emerges over time rather than a product with a predetermined end-point. Similarly,
Fullan (2007) notes that factors in introducing innovation constitute a system of
variables that are interrelated and interact to determine success or failure. This
means that those embarking on innovations in CPD must be mindful of how they
can best harmonise the contextual factors that are central to the complex and
multilayered nature of educational change.



this programme, we now view the notion of innovation context from at least
iM>I- Interacting perspectives: the macro-context of the ELICOS sector, English
u ii.illa and the funding body, Cambridge English: the meso-context of the
m....paling colleges and the academic administrators; and the micro-context
wih. loachers and their perspectives on their experiences. All three of these
.jiirdual dimensions interacted dynamically and were significant in ensuring

diH" key factors that provided conditions to facilitate successful implementation.
1i. h section is preceded by illustrative comments.

liii'iie  Contextual dimensions of programme facilitation

Minio level: the sector
llie Action Research program is a significant and highly motivating initiative
1.l leachers in the ELICOS sector. (English Australia board member)

| Ihe programme was initiated by the sector’s professional body, English
Australia and endorsed by its board. It also receives further backing in the
form of funding from a large and well-known international organisation,
Cambridge English. Therefore, across the sector it is seen to have the
imprimatur of key organisations.

J Additional support is available in the form of an experienced researcher with a
substantial record of researching and facilitating AR. Thus, expertise is on hand
lo guide the teachers in how to conduct AR and to supportthem in the process,

i lik; programme goals and parameters and the conditions forjoining it are
defined in advance and widely disseminated via English Australia (see www.
englishaustralia.com.au/action-research-program-details). Information and
(sills for expressions of interest are well publicised to all registered ELICOS
colleges. This means that opportunities to participate are widespread and
commitments are clear.



Access to relevant materials is made available throughout the programme
in the form of references, journals and other resources. Teachers also have
access to the range of teacher accounts produced for the programme and
can be put in touch with previous participants. The programme structure
allows participants to collaborate in sharing resources.

Opportunities for research dissemination is built into the programme
nationally, in the form of the English Australia Conference colloquium, an
annual newsletter made available at the conference, the English Australia
website, and internationally, through Cambridge English’sjournal Research
Notes. Therefore, the research is strongly endorsed, there are concrete
outcomes and they are made publicly available.

Meso-level: institutions
IVeVe arranged for [the teachers] to present to the staff at the next meeting.
From our experience with jthe programme], we know that sharing the process
and the results gets teachers' attention. (College Manager)

The actual research findings will inform [the institution's] development of
assessment for learning and independent learning. (College Manager)

The teachers’ employers endorse the teachers’ EOIs and commit to supporting
their involvement. Thus, there is managerial ‘buy-in’ at the institutional level.

Colleges provide teaching release time for workshop attendance. As far as
possible, they also accommodate timetabling requests, allowing teachers to
continue working with classes and students relevant to their research focus.
Overall, despite inevitable variations, teachers are well supported
institutionally in terms of time and resources.

College managers may adopt mentoring roles and encourage other
interested teachers to participate in the research. Consequently, the
programme has the capacity for a built-in ‘ripple-effect’ that energises
institutional teacher professional development.

Colleges are encouraged to see the teachers’ participation as an opportunity
to strengthen their broader curriculum development. Colleges can provide
input into the research themes and use the teachers’ AR as part of their own
quality initiatives. Thus, there is a ‘pay-off for the institutions involved.

Micro-level: teachers
Our daringjourney of action research has contributed to our growth as teachers.
This research has been a remarkablejourney for us and for our students.
An action-researched classroom changes the mundane into a playground of enquiry.

1.

Teachers volunteer for the programme and commit in advance to continuing
for the whole duration. Thus, the likelihood that they will withdraw from the
programme is minimised.

Within the framework of annual research themes, teachers are free to select
their specific research focus. This means that they are motivated by their
own classroom ideas and concerns.



i IHiring each workshop, teachers receive direct input, collectively and
individually, into the development of research skills and refinement of their
projects. They are also provided with ‘in-time’ support as required throughout
the whole process. Consequently, the research process is highly scaffolded
at both individual and group level.

| Teachers are provided with extensive support for writing, in a three-stage
process involving short newsletter outlines, interim reports and full accounts
of their research. Thus, they are apprenticed into the process of writing for
publication for national and international audiences.

lIniti<lh there is inevitable variability and unpredictability in the way these factors
in ii".ilised at each level, they are nevertheless illustrative of the conditions that
.......... .upported the programme’s success (in our view). External evidence that it

i larded as both innovative and successful has also come through a recent
inii in.ilional Education Association of Australia (IEAA) Excellence Award for Best
ii Hlice/lnnovation (2013) and the initiation of a further programme based on this
iiMHIt'l by English UK (2014), also funded by Cambridge English.

'lilli" il may not be possible for others wishing to introduce a similar innovation to
- pin .lie all of these conditions, the key messages are clear. Providing teachers

iili opportunities to conduct action research as aform of CPD is an investment

i i' Hher quality; and ultimately teacher quality leads to enhanced student
i. iiiinkj. The programme we have described is transferable to any educational

m i lot,whether private or public, at any educational level. We are not arguing,
iinwi'ver, that teachers should be compelled to conduct action research, as seems
hi I»' Ihe case in some educational systems, with the result that their responses
n in.ini at the level of superficial adherence to the external demands of policy
iimkiss or school managers. Rather, our perspective on structuring, supporting
"H1l: onducting action research is embedded in the procedures and principles
"HlliiH-ri here. Fundamentally, it is premised on voluntary participation by teachers
npi'ii lo lThe notion of practitioner research. It echoes that of Kenny (2002), who
iiijii<that success factors in educational innovation come from:

» 'iponsorship (clear support) by senior management

m |'iovision of adequate resources, including time and staff
With specialist skills as part of the project team

» | -.liblishment of self-managed project teams with open
i ommunication processes

m Accountability processes that emphasise documentation of learning,
ihi.ilive development, periodic reporting after each cycle and
ilr.semination to the organisation.

liliinv.ilion is most effective when there is substantial ongoing institutional ‘buy-in
Jil lhe various levels of the system, with a shared sense of purpose by those
Involved at these different levels. It includes consistent support for teacher
ligrlleipants, which assists them to develop research skills and teaching practices.
Mipporting engagement in AR also moans tapping into the realities of teachers’
il.iily work and lhe inevitable restrictions on thoil lime As in lliis programme,



providing at least some time release to conduct research that can lead to
enhanced teaching and improved student learning becomes a productive
investment on the part of management. Under such circumstances, teacher
research can then potentially contribute to larger-scale change and broader
quality improvement. Teacher researchers also need opportunities to network
with colleagues, including other teachers, teacher educator facilitators and those
with expertise in AR, and to have opportunities to report and disseminate their
achievements. Finally, there needs to be a clear structural framework that steers
the programme towards defined, but not pre-specified, outcomes and affirms
teachers’ participation by informing others.

Conclusion

As we have aimed to show, introducing innovation is not a simplistic, predetermined
event, but an evolving, complex and recursive process. Innovative practices start
out uncertainly and, to be successful, must be sensitive to local contexts at
multiple levels. Unlike many others, this programme has not operated under
conditions of external bureaucratic accountability, but was developed from a felt
sectoral need and an openness on the part of various stakeholders, including the
funding body, to experiment with new possibilities. It built its foundations from what
was known (an existing organisational model of AR) to launch into the unknown (an
incremental and adapted model) and is still in a process of evolution. It aligns with
what Hargreaves and Shirley (2009: 94) call a ‘Fourth Way’ of educational change:

In the Fourth Way, professional learning communities develop curriculum and
don'tjust deliver it. They set ambitious targets together rather than running a
furious and frantic race to meet the targets imposed by others.

As our description shows, support from above is vital for effective CRD innovation.
Ultimately, however, it is teachers who decide whether to embrace or resist what is
on offer. Consequently, we leave the last word to one ofthe programme’steacher

participants:

‘The greatest rewards of this programme have evolved over time. Firstly, it

has given me the confidence to conduct more research within my organisation
and to encourage others to participate. This has led to personal and institutional
benefits, which stretch far beyond the original programme. Even though | had
taught in various positions since 1988,1had never published nor presented

at an industry conference. Thisyear | will be presenting my seventh industry
presentation and third piece of collaborative action research since the
programme. Furthermore, action research, professional development and
conference participation have become synonymous with [my college] in

the past two years ... It has had a profound impact on my career.’
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4 *|i Villas Boas

IMiccLdian
i ih.ipler focuses on continuing professional development (CPD) with an emphasis
w i .MimMes implemented at an institutional level. CPD has traditionally adopted
it m/c fits-all, standardised, decontextualised, prescriptive, fix-it’ approach, in
i decisions on what needs to be ‘developed’ are usually top-down and lacking
t>.,. ihi ownership (Diaz-Maggioli, 2004). Conversely, visionary professional
ulipment (VPD) differentiates teachers and their levels of experience, utilises
m. 'l .nid timely delivery methods, involves teachers in the decision-making
. 'v. and collective construction of programmes, and is context-specific (ibid,
I' 11) In ieality, institutions do not move from traditional to visionary professional
"Inpment overnight. This paradigm shift usually takes time and maturity and so
h iliould be considered a continuum. Maturity itself comes with time and reflection,

i illi.itives succeed orfail, and new projects are implemented or old ones are
mil hlived based on the stakeholders’ feedback and the lessons learned.

ii" ih.ipter describes how a large English Language Teaching (ELT) institute in
H i/ll L.is been moving away from atraditional CPD approach, towards a more
i' hhei centred one, aimed at differentiating CPD to meetteachers’ varied needs,
i." mnullities and interests, with a view to empowering them. The chapter will not

" ii". on a single innovation, but rather a series of projects that have been slowly
implemented throughout the past 12 years, quite organically, to adapt to the

1 "Mmhi needs of students and teachers, differentiate professional development
""| legitimise less traditional professional development activities. It will show the
<h.iiicjes that the institution has undergone and how each endeavour has built upon
Hm |%('vious ones and filled the gaps in the institution’s continuous professional

ili'velopment system.

<ontext

i li.ive worked at Casa Thomas Jefferson, the institution which is the focus of this
mh.iplei, lor 27 years and, in addition to teaching, have held the positions of Course
"iijiei visor ,in<l Academic Consultant. | am currently the Académie Superintendent,
imsponsible toi implementing ('I'D projocts In the institution in collabor ation with



academic co-ordinators and consultants, deputy co-ordinators, course supervisors
and teachers themselves. Casa Thomas Jefferson (CTJ) is a 50-year-old, non-profit
English Language Teaching (ELT) institute in Brasilia, Brazil, with 242 teachers and
around 17,000 students of different age and proficiency levels. The institute's courses
range from those for ‘Very Young Learners’to ‘Post-Advanced’, and its teachers are
mostly non-native speakers with ateaching load of between 20 and 36 hours a week.
The table below shows the teachers’ number of years in the institution:

Table 1. CTJteachers’ number of years in the institution

No. of years Percentage of CTJ teachers (n = 242)
1-5 61.5%

6-10 09.5%

11-15 12%

Over 16 17%

Most teachers have been in the institution for five years or less. This is partly due to
its expansion in the past five years, resulting in the hiring of more teachers. The
newly hired teachers have an average of between one and three years of experience,
so we can consider them novices in the field. Thus, there is a growing need to cater
to these teachers’ needs. In addition, with the lack of sufficient qualified teachers in
the job market, the institution has been forced to recruit less qualified teachers and,
thus, has to provide more extensive training for them. The country context is
important also, as Brazil has been experiencing a boom in demand for English
language teaching programmes and there are not enough qualified teachers to fill all
the available positions. Moreover, specifically in Brasilia, many teachers are choosing
to leave the teaching profession to study for public service entrance exams, as the
number of such positions has increased tremendously and the salaries and benefits
are greater than in teaching. As a result, institutions like the Casa Thomas Jefferson
(CTJ), which have very high teacher qualification standards, end up having to provide
additional in-house training. Nevertheless, despite the number of less experienced
teachers, we must also consider that 25 per cent of the teachers have been inthe
institution for 11 years or more. These senior teachers have very different needs
from the novice ones described above. If we do not differentiate the CPD offered,

we will certainly provide professional development opportunities that are not
appropriate to their needs and might not stimulate them to grow professionally.

The institution has always focused heavily on professional development and has a
yearly teacher appraisal system that comprises the following components:

m  Planning

a Instructing

m Learning

m Assessing

n Language, Content, Culture, and Digital Literacy
»n Investment in Academic Development

m Professional Attitude and Commitment

h Compliance to Rules and Procedures.



1 i'il llie data for the appraisal is drawn from teacher observations, teacher
. him ipation in meetings and events, and teacher contributions in general, by way
1 mdh.ick to course supervisors, for example. In addition to collecting data on
llw mum’, above, evaluators rely on teachers’ detailed self-evaluations, where they
mHy all their professional accomplishments throughout the year.

Im/e ".intent in Academic Development’is one of the standards with the greatest
mlll! in llie appraisal system. The traditional professional development programmes
a. n il have been: a) a Teacher Development Programme (equivalentto a TEFL
i <nlli .ilc Programme), offered to CTJ teachers and the teaching community for over
m.ii',; b) in-service sessions preceding each semester, delivered mostly by
ii iil>ink: co-ordinators and supervisors and sometimes by invited teachers or
Id nlti'i'i who attended an academic conference and were required to give feedback
H* mlalf; c) isolated talks and workshops offered by specialists sponsored by
liminn publishers or by the US Department of State's Regional English Language
nil' md d) four or five classroom observations a year. Besides engaging in these
t" ili v.ional development activities, teachers have been constantly encouraged
« imiin ipate and present in local, national and international conferences and to
m n ih' giaduate degrees. In fact, presenting in conferences, finishing a graduate
min-I' ,nid publishing in academicjournals are professional development
"UN", highly valued in the teacher appraisal system and recognised in the

million’s teacher career plan.

milli,nod to other institutions, CTJ has always offered substantial professional

i. nliiliment opportunities and recognised teachers’ engagement in them.

1. Viiivi*i, the programmes described above did little to differentiate among teachers
iin-ii varying levels of experience and expertise or to meettheir different needs;

m mand senior teachers attended the same sessions and received the same

it*_itnn'iil in the classroom observation system. We realised that, though our
nii.illvt"..ilready recognised teachers as the lifeblood of an effective institution,

in ilni‘i lion we were taking was still traditional and top-down. There was a need to
iillmoiiliate among teachers according to their experience and expertise and to
ini ilion them as agents of their own continuing professional development, as

li iir,".od below.

iho innovations and their implementation

il now describe a series of projects that have contributed to moving the
iiliitlon away from traditional professional development, towards a more
"iini,ny, teacher-centred type. Each project is directed to a particular group
"l i'mi hors, with a view to differentiating these professionals and meeting their
p. i llk ileeds. The projects were notthe result of a pre-defined plan, but rather,
i if irented organically, as the need arose, based on our reflections upon the

H ,iill', ol each project and feedback from the teachers themselves. These initiatives
11" al.o the result of our growing understanding of our role as leaders and of

>li.il ,i Imo learning institution should be like (Villas Boas, 2012). The table below
iillini". each project described in this chapter, its target group and when it was

mill,ili'd. All projects continue to exist and some have boon revised and improved,

lilli- others are ".till being evaluated



Table 2: Innovations in CPI) .il <.r,.i IThomas Jefferson

Projects Targeted group Year initiated
TEFL Seminar All teachers 2001
Mentoring First-semester teachers; sometimes 2007

second-semester ones
Weekly woiksliops lor new teachers First-semester teachers 2012

Senior feai her Project Teachers with over five years in the 2012
institution and good evaluation results/
trainee teachers

Peer mentoring Senior teachers who successfully 2013
completed the Senior Teacher Project/
first-semester teachers

Mini-courses led by teachers Senior teachers 2013

Blogging All teachers 2012

a) A local TEFL seminar open to the teaching community

The first movement towards a more teacher-centred approach was the launching
of a TEFL Seminar in 2001, allowing teachers the possibility to submit proposals for
talks or workshops on topics in which they had expertise. Many of the teachers that
today present in international conferences began presenting in the TEFL seminar
and received first-time-presenter mentoring from academic co-ordinators or
supervisors. The seminar has also offered attending teachers the chance to select
what to focus on, rather than being obliged to address atopic that might not
interest them, as was typically done in more traditional in-service sessions.

In its earlier iterations, the CTJ TEFL seminar featured presentations given mostly by
academic co-ordinators and supervisors and a few senior teachers. More recently,
mid-career teachers and even those with fewer than five years in the institution
have also submitted proposals and presented atthe event. While the experienced
teachers’ sessions are usually on more philosophical or theoretical topics or research
and are attended by their senior colleagues, the less experienced teachers’
presentations tend to deal with more practical themes and attract novice teachers.
This tendency has contributed to flattening the teacher hierarchy, as teachers don't
feel they need to be senior in the institution to become presenters.

Unlike the conferences or seminars carried out by other ELT institutes in the area, the
CTJ TEFL seminar is open to the local academic community, so half ofthe participants
are from outside the school. This allows the CTJ teachers the opportunity to expand
their professional learning network (PLN) and learn with and from professionals in the
community at large. It also gives the presenters more visibility and importance in the
community, helping raise their self-esteem and feelings of self-worth. The value of the
seminars interms of their impact on novice presenters' self-confidence as well as
their research skills is illustrated in the following excerpts.

Presenting for the first time at the CTJseminar served as a springboard to my
professional development. After my first experience as a presenter, | became much
more confident and got up the courage to develop more projects and share them
with other teachers. Since then, | haven't stopped presenting in local, national as



well as international seminars. To my surprise, | ended up developing a taste for
delivering presentations and it all started in a CTJ seminar.

I believe the attendees at CTJseminars are really demanding. Thus, by presenting
in such events, you feel more capable to speak in public andyou do have to prepare
yourselfsome time before by reading articles and rehearsing the presentations,
therefore, all the preparation required to develop seminar presentations had a
direct impact on my professional development.

the CTJ seminar was indeed my first experience as a presenter. | sent a proposal
because | felt | had interesting things to share in relation to the interpersonal
dynamics between teacher-students. Presenting at the CTJ seminar contributed to
nly own reflections about teaching practices; it is always interesting to hear what
I>eople have to say about our opinions and experience, and reflect upon them.

Itf'ilt'i tions on the implementation of the seminar presentations

Mir loachers’feedback demonstrates how delivering talks and workshops in the TEFL

"iillnar has boosted their confidence about presenting in other local, national and

"Vi-iiinternational events. On the other hand, a drawback of our policy to encourage

n"W presenters to send proposals for the CTJ TEFL seminar is that sometimes,

ui .pile the mentoring provided, the presentations are below the standards of others

i"iin.illy, as demonstrated by participants in their seminar evaluation surveys.

ilie mentoring provided to first-time presenters or second-time presenters who
.Imore supportthus needs to be more consistent and standardised.

In Amentoring system for newly hired teachers
Ili wly hired teachers in the institution, whether they are novice in the profession
m iml, have needs that are different from those of other teachers. Before 2003,
In 1 iinesterteachers received very little orientation and they adapted to the
in-.million by seeking help from colleagues, co-ordinators and supervisors if and
limi Zlicy wished to do so. In 2003, the institution assigned a professional to be
".ponslble for coaching first-semester teachers, engaging in purely formative,
iillilile classroom observations. Nevertheless, the number of teachers made it
mil Hiv.iblc for this single professional to give newly hired teachers all the assistance
iiln / needed. Besides, she also had other duties and was involved in the teacher
«lii.ilion system, a combination of obligations not considered compatible or
1 'li%ii inte for a mentor (Costa and Garmston, 2002, as cited in Diaz-Maggioli, 2004).

i mm'. not until 2007 that a consistent mentoring system was implemented.
% #i liik live characteristic isthat it is carried out by three professionals whose
mly iole isto support teachers, so they are not involved in any aspect of teacher
«'l'i .il'mil, a crucial requisite for a mentor (Portner, 2008, as cited by Nogueira,
" 11 lhese three professionals are former teachers and academic co-ordinators
i""h.ive retired from the institution and been hired as consultants. When the
..... . mlind the need for intervention, they adopt different strategies, such as
« | iiKj Ihe mentees to observe more experienced peers, record their own classes
" 1ii(J.i(Je in other sorts of reflective teaching (Bailey, Curtis and Nunan, 2001).
ailhe newly hired teachers progress, fewer and fewer observations are made,
=mill they an; ready to be part of the mainstream obseivalion system.



However, there is differentiation even within the mentoring system. Not all newly
hired teachers are inexperienced or have the same needs. Some are immediately
perceived as highly qualified and experienced, and participate in the mentoring
system for only a short time. Others might need mentoring that may go beyond one
semester. Some teachers seek help from their former mentors when they encounter
a new challenge, sometimes even two or three semesters after the mentoring has
formally ended. This demonstrates the academic and emotional bond between the
mentor and the mentee that is also expressed in these statements collected by
Nogueira (2011: 142-144):
Having someone work so closely withyou is like having a thousand eyes to see what's
going on during classes and this is what makes the coaching process so profitable
for parties, the coach and the coachee. During and after the coaching period, | could
see my improvement and changes in behaviour, attitudes, actions, etc.

The best part of the coaching process was the support | got from my coach.
I mean, | felt like she saw me as a person and was able to support me way
beyond pedagogical matters.

In order to assess the effectiveness of the mentoring provided in the institution,
a survey was conducted with 15 ofthe 16 teachers hired in the second semester
of 2013. Among the 15teachers, 11 have up to five years of experience, one has
between six and ten, two have between 11 and 15, and only one between 16 and
20 years of experience. The survey consisted of four statements to which
respondents reacted by marking a number on a Likert scale of 1-5,1 meaning
‘totally disagree’and 5 meaning ‘totally agree’. The table below presents the
average of the responses to each statement.

Table 3: Survey about the mentoring system

Statement Average
The mentoring system was important for my adaptation to the institution. 4.6
The mentoring system was important for my development as a teacher. 4.7
| felt supported by my mentor. 4.8
| learned something new from my mentor. 4.7

Most newly hired teachers strongly agreed with all the statements, demonstrating
the importance of the mentoring for their adaptation to the institution and for theii
continuing professional development. The system also proved effective in providing
newly hired teachers with the emotional supportthey need to acculturate into a
new institution. When asked how they had felt when told they would have a mentoi,
ten teachers reported having felt safe, happy or excited about the experience,
while five had a negative first reaction, illustrated by the following comments:

I felt like I had to report all my steps to someone, which was a little weird at first,
because | had never needed to do that.

| felt a bit afraid, as | didn't know what to expect from Iham but it ended up bang
a great experience.

| fell a bit nervous at the beginning /e ausc | thought | w.is <lomg to /> evaluated
ihowever, once | understood the sysh'/ii, | h'lt 11 mtld t<silly hi'lu'tit horn it



Ilowever, these five changed their opinions along the way and all 15 corroborated
Nogueira’s (2011) findings by mentioning these positive points of the mentoring system:

It helps with the adaptation into the school, both pedagogically and professionally;
it gives a feeling of safety knowing someone's there foryou.

It really makes teachers feel supported, since they have a chance to improve
before actually being evaluated.

Knowing thatyou're not beingjudged or assessed counts a lot to build rapport
with coaches and the company team.

| can ask for help; dealing with difficult situations gets easier because you know
where to find support.

Ih'llections on the implementation of the mentoring system
llic mentoring system has indeed fulfilled its objective of providing newly hired
i»m( hers’ methodological and emotional support so that they can adapt smoothly
the institution and teaching standards can be upheld. Nevertheless, we still
tiHind there were gaps in our teacher induction system resulting from the fact that
llia mentors are no longer teachers and, thus, may sometimes be unable to offer
i !l oriented recommendations and tips. Also, the mentors’ heavy load doesn't
illiiw them to provide more in-depth orientation on atopic about which mentees
inlijlil lack knowledge (i.e. teaching writing). These gaps led to the creation of
> i'kly sessions for first-semester teachers, described below, and a peer mentor
,.Inn, described in Section E. Our evaluation ofthe mentoring system and the
i"iill..i<k from teachers were fundamental in the creation ofthese other induction
IHhi[nmimes, emphasising the organic nature of the initiatives in the sense that each
1»Ww pieject is developed based upon lessons learned from other projects underway.

i "Wn kly sessions for first-semester teachers

in '01 the institution expanded its new teacher induction programme and added

1"i ltout weekly workshops for first-semester teachers. These sessions are

i"i h imlon pedagogical and bureaucratic aspects that the mentors, the other

til' "i vims and the new teachers themselves felt were not fully attended to in the
Miim iikj system. The programme’s goal is also to create a learning community
1miii llii* newly hired teachers to foster mutual support and reduce anxiety.

lin |H(Kl]iamme lasts one semester and is part of teachers’ weekly workload.
muili ir.icher induction is not an innovation per se, this particular scheme is
‘malive in Brazil, as it is very rare for institutions to sustain a semester-long,
n liihii .i week teacher-training programme for newly hired teachers who are
- iiinlly 11.lid lo engage in it. Atthe outset ofthe programme, we selected topics
" ml mi .in analysis of second-semester teachers’ observation reports and the
i hiHi .ilion of recurrent problems in these teachers’ classes. The second
..... Hi was chosen for the analysis because that is when teachers do not have
umiilni any more, enabling us to identify aspects that the mentoring might not
iillniidiiK) lo and focus on them in the weekly training. While atentative
in iinlr |'. made in the beginning ofthe semester, it can be changed along the
m, i" iiirri ih(. specific group's needs, as idenliliod by the mentors, supervisors,
...... Ini..doii, ,ind sometimes even lhe teachers Ilkmip.elves. Course supervisors



and senior teachers who have presented workshops on the designated topics
deliver the sessions. Table 4 records the topics addressed in the induction carried
out in the first semester of 2013, after the pilot in the second semester of 2012
and subsequent adjustments.

Table 4: Weekly workshops

Learning styles

Teaching grammar in a communicative context
Teaching writing

Teaching reading

Pair work

Teaching very young learners

The brain and language learning

Setting clear objectives for your lesson
Technology in the classroom

Movie segments to assess grammar goals

(based on aco-ordinator’s internationally acclaimed blog)

At the end of the semester we distributed a questionnaire to all participants,
asking for feedback on the relevance of the sessions, suggestions for other topics
to address and insights into whether the programme had enhanced collaboration
among newly hired teachers. The topic considered most relevant by all 25 participants
was Setting clear objectives for your lesson. Suggestions of topics to add were
Classroom management, Games in the classroom and Dealing with the institution’s
paperwork. This feedback helped us confirm that new teachers want more
down-to-earth, practical training, on topics related to their day-to-day activities

in the classroom and that can be applied immediately.

Regarding the goal of strengthening bonds between newly hired teachers,
the feedback provided in the questionnaires was very positive. Below are four
responses that depict the main ideas expressed by all 25 teachers:

The sessions definitely helped us teachers develop a collaboration spirit among
ourselves. | felt like we all stuck together in order to overcome the difficulties that
each one of us had.

Interpersonal relationships were strengthened, which makes it easier to share
experiences, both positive and negative.

The training helped me have a sense of belonging and become integrated into the
school. It created a close-knit group of people who felt they were in the same boat.

The teachers were given an environment in which they could know each other
better and feel comfortable about clarifying doubts with each other, as well as
sharing ideas and solutions for issues.



lit'lit‘dions on the creation of the weekly sessions for newly hired teachers
tinlweekly workshops are now in their third semester and, since they were
implemented, there has been no teacher attrition between the first and second
mnx‘iters, as there used to be in the past, even inthe middle of the first semester
it .Hi, It is still too soon to establish a definitive relationship between the two

l.n tors, and we're in the process of collecting data from second-semester
i'limhvations of teachers who didn't undergo this induction, as compared to those
vim did, to ascertain whether there were significant concrete gains. As Mann

' 'DOS) emphasises, the outcomes of teacher training or education programmes
Si I'd lo be measured.

it) An observation waiver for senior teachers with high scores on their
V 'ii ly evaluations and an optional Senior Teacher Project

mentioned in the Context section, the institution conducts a yearly teacher
Hppuisal. Data for the more classroom-oriented standards are collected by way
m between four and five classroom observations a year. Until 2012, novice teachers
'w'in observed five times a year and all the others four times, regardless of their

i\ of experience or performance in previous evaluations. Thus, while there was
dilli'i ontiation between novice and non-novice teachers, there wasn't any distinction
i" lween, for example, a struggling second-year teacher or a constantly well-
Hppi.iised 20-year teacher.

........ ding to Huberman (1989, as cited in Diaz-Maggioli, 2004), teachers go through
|. mphases in their professional development: exploration, stabilisation, commitment,
illvt'i sification and serenity or distancing. In each stage, a crisis needs to be resolved,
in | i<ie 3, teachers are faced with a professional identity crisis and resolve it by
"lilli'i confirming their commitment to teaching or by moving into administrative
i"imlons or teacher education, or leaving the profession altogether. The institution
mi help teachers confirm their commitment to teaching by making them feel
«e1: i iused. To this end, in order to differentiate teachers’ different levels of expertise
(Mid performance, the Senior Teacher Project was created in 2012. Teachers with over
li i>ye, irs of experience inthe institution and evaluation points above a pre-determined
m nil point are now observed three rather than four times ayear and, in lieu of an
slimi vation, can choose (or not) to engage in one of three proposed projects, one
Ithem being observing atrainee teacher. Allowing teachers two levels of choice-
lii Inei to engage in the project or not and which type of project to engage in- is
I the strongest aspects ofthe Senior Teacher Project, as it is in keeping with
mwiilemporary teacher development principles (Mann, 2005).

ill'- work with atrainee teacher is particularly empowering because it repositions

... teachers as teacher developers, a role that before this project was mostly

1»ilm mod by academic co-ordinators, deputy co-ordinators and supervisors,

iiH very iarely and informally by other teachers, on the infrequent and irregular
.ions when they were asked to help afellow colleague.

tin piojecl is in its third semester of implementation. Table 5 summarises how
m,my teachers were invited to participate in the second semester of 2012 and the
11 M'Inesler ol 2013, how many ,n In,illy concluded it and wlii< h ol the three
Millei natives was chosen



Period No. of Peer Observing Reflective Total number

teachers observation atrainee teaching of participants
invited teacher
2/2012 26 3 10 1 14 (54%)
1/2013 24 2 6 1 09 (37.5%)

As participation was on a volunteer basis, not all senior teachers chose to engage
in the project. The percentage of participation in the second semester of 2012

(54 per cent) was much higher than in the first semester of 2013 (37.5 per cent).
Fifty teachers were selected for the observation waiver, 26 in one semester and 24
in the subsequent one. The first 26 were the teachers with the highest evaluation
scores, suggesting that these teachers are indeed more committed to the
institution and to continuing professional development, an item with considerable
weight in the evaluation and that certainly led them to obtain such high results.

It is intriguing that most teachers chose to engage in the observation oftrainee
teachers, rather than in peer observation or reflective teaching/exploratory
practice. Perhaps they felt more comfortable in the role of a more experienced
observer than in that of an observer on an equal footing with the peer. Self-
observation and reflection was the least chosen option, suggesting that the
institution’s teachers might not feel comfortable engaging in exploratory practice
and that this is an aspectthat needs to be worked on. Alternatively, they might
prefer collaborative options rather than more individual, self-directed ones.

One ofthe 12 teachers who did not participate in this specific project explained
that he had preferred to focus on his professional development goal for the year

- writing regularly for his blog dedicated to practical activities for mobile learning.
Indeed, this particular teacher wrote regular blog posts and presented in several
conferences during the year, with due recognition in his evaluation. The fact that
this teacher proposed afourth alternative to the project demonstrates his
confidence in the flexibility of the institution and its attemptto meetthe teachers’
CPD needs and desires, rather than impose a single route. This corroborates
Underhill's (1999) proposition that teacher development is self-directed but can be
more effective when supported by the institution. An electronic survey was sent to
all 21 teachers who participated in the Senior Teacher Project and 17 responded.
When asked why they had chosen to participate, since the project was on a
volunteer basis, some ofthe reasons presented were:

It was an opportunity to reflect on my own teaching.
| could give something back to the institution.

It would be an opportunity for learning from my peers.

They all reported very positive gains from the experience, as this statement from
one ofthe senior teachers explains:

I had one of the most interesting challenges of my career. Actually, | believe it is

not easy to be in the observer's shoes because it requires hard work and critical
thinking to analyse the positive and negative aspects of n cl,t.v In this project,



mil only have | obtained information about this type of work but also | have seen
new perspectives to enrich my own teaching style.

1it'( lions on implementation of the observation waiver
Wit must not ignore the factthat only 45.7 percent ofthe teachers invited actually
i iiiled outthe project. Our next goal, then, is to investigate their reasons for not

the project. Some might be engaged in other projects, as with the teacher

11"i i jbed above. Others might be too occupied with alternative personal
i niMgements. However, there might be a group who would be willing to carry out
millher type of project but who, unlike the teacher described above, might think that
Iint only options are the three presented. We plan to emphasise that the teachers can

liose a fourth alternative that best suits their needs, encouraging self-direction.

til xpanding the Senior Teacher Project - senior teachers as peer mentors
with .: view to providing novice teachers with the chance to receive feedback from
millI' experienced colleagues rather than only from the official mentors, a new

I" ei mentoring project hasjust been piloted in the institution, whereby 13 of the
11teachers who participated in the Senior Teacher Project were invited to help

...illii the newly hired teachers, this time receiving financial compensation.

it let ling only the ones who had actually completed the previous project was a
me.iiis of rewarding them for their effort and also guaranteeing that the project
winilll actually be implemented in atimely manner, as they had shown ability to
mn | deadlines.

llie peer mentoring also aimed at engaging senior teachers in a meaningful
ihiili".sional development activity and recognising their expertise and capacity to
imlp Ihe institution train newly hired professionals. In an electronic survey sentto
illpeei mentors and answered by ten of them, the peer mentors responded that
iimy lell proud, recognised, valued, trusted and honoured to have been invited to

i iti- part inthe project, providing evidence that this goal was reached.

i11inding the primary goal of the project, most new teachers recognised the

Imiielits of this additional mentor to their development in the first semester in the
nr.million, as is shown in the survey results summarised in Table 6. Just like the

invey ,iboutthe coaches/mentors, this survey about the peer mentors consisted of
i'iin i.ilomentsto which respondents reacted by marking a number on a Likert scale
"il 'i, 1 meaning‘totally disagree’and 5 meaning‘totally agree’. This survey was

- mipleted by 12 teachers, as the other three did not have a peer mentor because of
Mu'll level of experience. Thus, there was differentiation even in determining who

led a peer mentor besides the official mentors, and who didn't.

i.ihlo 6: Survey about the peer mentoring system

Mrttpment Average
ilm |iimi mentoring system was important for my adaptation in the institution. 4.16
Mii- Liti mentoring system was important for my development as a teacher. 4.42
linti mi|])[)oiled by my peer mentor. 4.16

I'In,iiiicil something new from my peei mentor. 4.25



Ofthe 12teachers, nine had very positive experiences with their peer mentors,

had praise for the programme and were able to identify its benefits. Three teachers
commented that the peer mentor made them feel more comfortable because they
were peers. Another one mentioned that it was beneficial to share experiences with
someone engaged in teachers’ ongoing, in-class reality (since the coach/mentors
are not teaching anymore). Two respondents pointed out that they felt that the
mentor/coaches’ role was to provide them with a more general view, while the

peer mentors provided them with the specifics:

Mentors can help fine-tuning your lesson plans; they are aware of current
classroom situations.

It was really enlightening, hands-on work; assistance for class planning.

The mentees’ responses corroborate the positive aspects of the project
enumerated by the peer mentors, some of which are presented below:

Newcomers are welcomed by experienced teachers who are not supposed to
evaluate them. There is a lot of sharing and we, hopefully, help them to lower
their anxiety.

It gives senior teachers a chance to share what they know; it connects senior
teachers and new teachers in a professional way; it places commitment to training
on senior teachers’ shoulders; it values the expertise of senior teachers; it gives
new teachers the opportunity of bonding with experienced professionals; it gives
senior teachers the opportunity of reflecting on their own teaching; it exposes
senior teachers to different teaching styles.

| believe this project is really positive to people who want to become teachers
here. The mentoring project really enriches people’s teaching and gives them
maturity to face challenges regarding their professional life. Therefore, | only
see positive aspects in this project and | hope it continues.

However, three teachers did not have such a good experience with the

mentoring system, as shown in their ratings for the statements (3 or below)

and in their comments:
| was observed once by the mentor; she never gave suggestions nor sent me a
report or something similar. | felt disappointed.
I only met with my mentor once and we didn’t have much contact, so the process
didn’t actually work as a process. It was not continued.
| didn't think they actually gave me the feedback | was expecting. What they told
me wasn't exactly relevant. The teachers involved should be more understanding,
more interested.

Peer mentors also pointed out the drawbacks of the project:
Maybe mentors could meet their mentees in the end ofthe term to talk and wrap
up the semester with them. It could be a frank talk about how things were along
the semester.

Perhaps a clearer idea of what is hoped for from the teacher being observed
what behaviour and attitude the institution is looking for from newcomers.



/felt I had to observe the class one more time to see if the suggestions were put
into practice... But | don’t know how practical this would be due to time constraints.

lit'llections on the implementation of the peer mentoring project

Il is evident that the new peer mentoring system needs to be fine-tuned so that the
teachers selected to perform this task understand more clearly what is expected

ill lhem and so that they can be trained as mentors and develop a ‘mentor mindset’
iMillwater and Yarrow, 1997, as cited in Diaz-Maggioli, 2004). The system also needs
in .illow for more observations on the part of the peer mentor.

1) Mini-courses led by teachers on topics chosen by teachers

enice 2011, the in-service programme has included mini-courses focused on a
number of current topics, for which teachers register according to their needs
mid interests. We chose to introduce mini-courses in our in-service sessions in
ihdor to counterbalance the types of sessions in the TEFL seminar, in which
le.ichers attend a number of shorter talks and workshops on a variety of topics.

llie lirst two rounds of mini-courses were conducted by supervisors and

*n ordinators, and were on topics selected by us, according to our perceptions
Inmi teacher observations. They were, thus, atype of more traditional, top-down
i nilessional development initiative, though teachers were able to attend the
mini course of their choice.

with ,i view to personalising the mini-courses and empowering teachers, the next
inurid, carried out in January 2013, adopted a bottom-up approach and moved

ir. i loserto visionary teacher development. First, we sent a survey to teachers,
I(Jillt mg about topics for mini-courses and also asking who would be willing to

..... duct one and on which topic. With the list of most commonly suggested topics
and volunteers to conduct mini-courses, we matched the topics to the presenters
mil .elected other teachers that had not volunteered but had expertise in the theme.

Mu M' were the topics of the mini-courses:

m Mobile learning

i Lissroom management

Inching grammar

A

h .iching writing

m li .n lung pronunciation
m | e,nning difficulties
m |e.ii lling teens
= |.r.k design and digital literacy
m iinline leaching and learning
m |' idling young learners.
m |i.ilied up presenters for each mini course, so as to encourage collaboration,

miniiii | the selected mini course presenters wore senior teachers who had not
i H Ip,iled in tin' Senior teacher Project llius, lliey were presented with another



option for engagement in the development of their peer teachers and in their own
development. The mini-course participants, in their turn, were given the chance to
choose the mini-course they wanted to attend, based on their personal needs and
interests. In sum, the mini-courses were delivered by the teachers, on topics
generated by the teachers, and were so successful that we were asked to repeat
the same mini-course offering in January 2014.

Reflections on the implementation of mini-courses led by teachers

We are still unable to assess the effectiveness of each mini-course, as we did not
conduct evaluations in the first round. We will do so in the upcoming mini-courses.
Informally, though, we have been approached by many teachers praising the
initiative and asking that it be repeated in subsequent in-service sessions.

g) Blogging

Another recent initiative in promoting continuous professional development and
amplifying the types of CPD activities was the expansion of the school blog, called
CTJ Connected, where teachers can post reflections, lesson plans, book reviews,
conference notes or anything else connected to their work. The blog was initiated
in 2006, but until 2012 most ofthe posts were written by the educational
technology supervisor and monitors. To change this paradigm, the blog was
re-launched and all teachers were invited to contribute. Its expansion and
démocratisation occurred right after Jeremy Harmer’s participation in our TEFL
Seminar in July 2012. To open the blog, we collected questions composed by
different teachers for an interview with Harmer and published the interview in
September 2012 (http://ctjconnected.blogspot.com.br/2012/09/jeremyharmer.
html). There were atotal of 11 questions by 11 different teachers.

Participation in the blog is on a volunteer basis and there are no pre-established
topics, though teachers are sometimes personally encouraged to write about
specific topics that we know they are working with, or to narrate a positive experience
with a new technology such as iPads. Cross-posts from teachers’ blogs are also
encouraged and teachers who receive grants to participate in conferences are
asked to write a post about the conference in general or a specific talk or
workshop. In fact, the institution has a number of well-known bloggers with large
professional learning networks and has recognised their work as an important
investment in professional development, just like other more formal initiatives such
as writing an article for ajournal or presenting at a conference. The task of sharing
new developments in the field no longer belongs only to the academic co-
ordinators and supervisors, or invited specialists, but rather to whoever claims
their space as teacher developers by way of their blogging, for example.

Nonetheless, not everyone has the time or energy to write regularly for their

own blog, so the CTJ Connected Blog is a means to give teachers a chance to write
blog posts rather than have their own blog per se. It also gives more introverted
professionals the opportunity to share their experiences in a more comfortable
manner than, for example, presenting workshops.


http://ctjconnected.blogspot.com.br/2012/09/jeremyharmer

liclween the re-launch ofthe blog in September 2012 and November 2013, there
wore 40 posts by 24 teachers and atotal of 8,418 views. Most posts were about
mobile learning, a new trend in the field and in our institution, while others were
,jil)out formative assessment, professional development, using L1 in the classroom
mihlreports on conference talks or workshops attended. The most popular post
w.is a collection of suggestions of first-day-of-class activities, given by various
Ic.ichers, with over 700 views. The second most popular was about the use of
Inoductivity tools for teachers, with over 600 views. The least popular, with only
' views, was a book recommendation.

Me/factions on the implementation of the school blog

Despite the blog’s success, as measured by the number of views, the goal of
expanding the blog has been only partially reached, asjust 24 teachers have
published posts in it. We are planning to send teachers more frequent reminders
.tliout the blog and encourage them to write short and simple posts about activities
Hint have been successful in their classes. We are also planning to include more
posts in which various teachers can provide short contributions, such as the one
mi Ice breakers for the beginning of the school year.

Miinming up the projects: evaluation and reflection

llnlpurpose of implementing each ofthe projects described above was to cater
i'll differentteachers’ needs and offer varied opportunities for continuing
Iniifossional development for teachers at different stages in their careers, rather
Hi.in ,i single, top-down option. The projects targeting more experienced teachers
fllsn ,iimed to promote differentiation and provide multiple alternatives. The
Iniilocts were not created all at the same time; they were generated at different
moments as gaps were perceived and the need to cater for different audiences
wiiso. In fact, development of the projects has been an organic process. Table 7
.wunT,irises the strengths and weaknesses of each of the seven innovations aimed
vl dlllerentiating CPD at Casa Thomas Jefferson, as well as solutions to overcome
Hie weaknesses, some of which have already been implemented.

i.il>le 7: Strengths, weaknesses and future solutions for the innovations

Projects Strengths Weaknesses Solutions
111t Seminar Delivered by teachers Level of presentations Improve the mentoring
to teachers. is not homogeneous, provided to first-time
especially in the case presenters.

Encouragement for

first-time presenters of first-time presenters.

Provide mentoring
Topics chosen by to presenters who

presenters. received negative

evaluations.
Opportunity to

share with a wider
community.
Feeling of self-worth.

Springboard for other
presentations.



Mentoring

Weekly workshops for
new teachers

Senior Teacher Project

Peer mentoring

Mini-courses

Blogging

ROCIIK
anxiety.

IH'W L88( 111 s’

Not seen as punitive
or evaluative.

Helps guarantee
teaching standards.

In-depth focus on
practical topics.

Create a learning
community among
new teachers.

Recognition of senior
teachers’ expertise.

Opportunity to
engage in teacher
development.

Opportunity to observe
peers and/or engage
in self-reflection.

Recognition of senior
teachers’ expertise.

Feeling of self-worth
and importance for the
institution.

Topics chosen by
teachers.

Delivered by teachers.

Opportunity for more
introverted teachers
who don't like to
present

Opportunity to connect
with educators from
around the world.

Varied types of posts.

Menloim.in’ mil

lo.k lilnii.iityiin>in
Mentors don'l li.Iv
time for more In
depth orientation on
particular topics.

Some ofthe topics did

not attend to teachers
immediate needs.

Fewer than half of the
seniorteachers have
engaged in it

Not homogeneously
carried out.

Not evaluated.

Only 24 teachers
have contributed so
far (excluding the two
collective posts).

T(PI DI Ml <LIIf].
Workshops on

lopii %HmI need
In depth focus.

Revision of topics,
based on teachers’
feedback.

Present other project
alternatives.

Provide training to
peer mentors.

Include mini-course
evaluations.

Encourage more
teachers to write posts.

Encourage shorter and
more practical posts.

The strengths ofthe projects outweigh the weaknesses, and teachers’ feedback

has been very positive, particularly regarding the growing recognition of senior

teachers’ expertise and capacity to aid novice teachers in their development.

The projects can be considered more characteristic of visionary professional

development, as they differentiate among teachers and their levels of experience,

utilise varied and timely delivery methods, involve teachers in the decision-making

process and collective construction of programmes, and are context specific, the
criteria set forth by Diaz-Maggioli (2004). Agency and choice are the key features

ofthe projects.



di'V flop oiw lie HIHMTOl, v bV 1H AC a<i<imi STXHInECHCICA Ml e il

111 Hii] 3is(id ol .ii .uloiiilt iii oldlimloldopiily iii oi(Inmlois, supol visors jmd llie
mill.illy Involved nionlois). lo.K licr, did (onliilmle lo the execution ol ouch projecl
<itl m 11:<dking criok es witlnii wli.il w.r. pioposod, I>iii not to their creation. In order
1.1 move oven closer to visional y professional development, teachers themselves
iii'i'd to be involved in the designing of the projects, our next goal.

muilhi'i (joal isto develop a study to assess the concrete impact of the various
linls.Is on teachers’ performance and engagement in professional development.
Ilhmi' is anecdotal evidence that the mentoring, peer mentoring and weekly

/in kshops have helped improve new teachers’ performance in the school, but

il ihi (Isto be formally verified. Likewise, there is evidence that senior teachers
who had reached a plateau in their careers and who participated in the Senior

I. .ii her Project, presented a mini-course or wrote for the blog have become
mox' motivated and more positively engaged with the institution. Nevertheless,

.i foi mal study needs to be conducted to verify these claims.

| (ssons learned: transferability to other contexts

lii pile the factthat the innovations at CTJ were implemented in a specific context,
lin* concept of differentiating continuing professional development and adopting
liloii' teacher-centred CPD policies and programmes can be transferred to other
i milexts. Though it is true thatteacher-centred professional development is
mmiloxt specific and it behoves each institution to design their own CPD projects,
h.r.od on their particular needs, some key principles still apply:

» loachers at different career levels have distinct needs: novice teachers need
more practical, down-to-earth training, mid-career teachers need to be given
i lioices and senior teachers need new challenges.

m One way to challenge senior teachers isto engage them in the development
of their novice peers.

m Seniorteachers feel valued and respected when they are engaged in differentiated
professional development activities.

m Now teachers in an institution adapt more easily and perform better when they
.ire part of a learning community. Weekly workshops on topics dealing with these
loachers’ immediate needs, combined with mentoring, help build confidence
and reduce anxiety.

* An institutional blog to which any teacher can contribute gives professionals
jidifferent type of opportunity to share knowledge and caters for the needs
ofthose who are notinclined to give talks or present workshops but who have
ideas to share.

* Choice is of utmost importance in any continuing professional development
endeavour: choice oftopics to address, choice of presenters and even choice
of projects in which to engage.



.md blogs are a me,ins ol «ichujvin«) (his go.il

m Agency is of utmost importance in visionary professional development.
Teachers need to be able to propose projects that are in keeping with their
goals and interests, rather than merely adhere to pre-established ones,

n The institution has to implement a CPD evaluation system, with surveys, focus
groups and individual interviews to assess the programmes’ effectiveness,
and compile suggestions for future projects.

Conclusion

This article described seven initiatives in an ELT institute in Brazil aimed at embracing
teacher-centred professional development so as to cater for teachers’ individual
needs. By strengthening the support provided to newly hired teachers and
involving senior teachers in this endeavour, making them co-responsible for the
success ofthe new teachers’ induction, the institution has invested in its academic
sustainability. Also, by expanding CPD opportunities, involving teachers in the
decision-making process and stimulating collaboration among teachers, the
institution has moved closer to visionary professional development. While
academic co-ordinators, course supervisors and other academic consultants are
still major agents in CPD, they are no longer the sole planners or providers of CPD.
Teachers now have a more central role in determining what the topics to be
addressed are, who will address them, and how. Teachers are also now true agents
oftheir own development, as not only are they able to choose the projects they
want to engage in, but they are given the liberty to propose other projects, as was
the case of the teacher who wanted to create his own blog. In the future we will
take ever more steps towards visionary professional development with teachers
as initiators of their own forms of CPD, in collaboration with academic managers.

In this way we hope all stakeholders will be able to contribute to the continuing
professional development of our institution as a whole.
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Introduction

IIn i h.impion Teachers’ project described in this chapter was funded by the

in Ni-ii Council in Chile and endorsed (patrocinado) by the Chilean Ministry of

«-lim .llion (PIAP/Mineduc). The project was initially conceived by Tom Connelly

in m .h Council Chile) and was managed with advice from Richard Smith (University
-1 Wit wick, UK). The third author of this chapter, Paula Reboiledo, was increasingly
il 1 involved as an adviser to the project, and, from half-way through, was employed

i 1 mentor to some of the secondary school teachers involved, taking up this role
il..... Catherine Thomas, Kevin Towl and Anne W estmacott-all university

‘M liers in Chile-who had been selected as mentors before the project began.
Min project ran from January to December 2013.

TH piiiject’s main objectives were to encourage and support a cohort of secondary
lionl | nglish teachers in Chile in (1) identifying problematic issues or ‘puzzles’ as
mll r. successes in their practice, and (2) designing and carrying out small-scale
I ..-.ioom research projects to develop a better understanding of those issues and

....| practical solutions to them. Another explicit goal was to develop the project
« 'H(linators’ own understanding ofthe feasibility of promoting teacher-research

i .i means of professional development in the Chilean secondary school context,
illi .i view to further possible iterations of the project. We treated this as a pilot

..... I*<I, which, given its innovative nature, could potentially have wider implications

'm in service teacher development in Chile but also beyond - in other Latin

“mul k.in countries, and in contexts further afield.8

i iiinic on the initial intentions and hopes wo had for the project see the 10-minute video and link to further
1%uiilk>n lioio: htlps://www.facebook.(om/lit itishCoijncilChile/posts/608683645828475 For further

" |.iiound -ilid repor ts e.onnoclod with the project (including teachers’ own interim and final reports), see:
lip  <hdmpionteacheis.woebly.i <m



a tin.iIm|'lii will ,nm to clarify, the project was innovative - both in the Chilean
i oiilnxl .md in the wider field - in several important respects:

(DIl placed teacher-research at centre stage within an in-service CPD intervention,
i Hying on intrinsic not instrumental motivation, since participation was voluntary
.md not qualification-oriented.

(2) Ittargeted public or semi-public secondary school teachers facing large classes
(40+ students), very busy schedules (often around 40 hours of direct teaching
contact per week) and other difficult circumstances.

(3) It was a relatively large-scale and long-term project for its type (with the potential
to support a maximum of 80 teachers over a period of one year).

(4) The type ofresearch teachers were encouraged to engage in was of a particular
kind; in recognition, partly, ofthe difficulties teachers would face in finding time to
do research, the notion of exploratory action research was developed and promoted
at the initial seminar, whereby teachers were encouraged to engage first in extensive
exploration of problematic issues via means which would not interfere with their
everyday teaching, and only later were they guided optionally to consider trying

to ‘solve’ problems by implementing and evaluating new plans.

(5) Finally, an innovative approach was also adopted towards the development
as well as the content of the programme; rather than all steps being determined
in advance, a relatively self-reflective, process-oriented stance was adopted with
regard to planning and development: thus, an exploratory/action research
orientation informed the ongoing design ofthe programme as well as the projects
engaged in by teachers.

Context

Opting to study to become an English teacher at a university in Chile following
graduation does not promise a particularly bright future as far as income and status
are concerned. In addition, the conditions facing public or semi-public school
teachers can be very demanding, with 38 hours per week of direct contact teaching
and classes of 40 students being the norm. There are historical reasons for the
relatively low status of school teaching: during the Pinochet years (1973-89),
teaching was regarded as one of a number of ‘subversive’ professions, and many
good teachers were removed from their posts on political grounds. The subsequent
freezing of salaries, consistent under-investment in state sector education and
outsourcing of public school administration to municipalities meant that by the time
the transition to democracy occurred in 1990, teaching had become an unattractive
option for school leavers contemplating future careers. Through no fault of their
own, there are many qualified English teachers whose grasp of the language is at
best rudimentary and who consider it normal to deliver the whole class in Spanish
using a methodology akin to Grammar-Translation. Meanwhile, in the state sector
at least, problems of demoralisation remain, with many teachers appearing
reluctant to participate in professional development programmes. Those are

some of the challenges facing the present and future Chilean governments.



W ly, then, was it felt that attempting to engage state school teachers in action
i i'<irch- in counterpoint to other forms of teacher development which have
dlii‘ady been tried in this context- could be away out of the situation of very
dlllknit teaching conditions, widespread demoralisation and traditional pedagogies
1nit we have been describing? As we have indicated, the project was originally
nnceived by Tom Connelly, whose 13-year experience of English teacher training
m kin Chile had led him to the conclusion that in-service English teacher training
llitiiceforth, INSETT) in this context tends to be very top-down in the sense of focus
mul <ontent being dictated by the educational authorities. He had also seen that
HIM IT programmes delivered nationally have tended to involve isolated, one-off
'Min Is, which have proved to be unsustainable with regard to long-term benefits
l.n the participating teachers. Teachers themselves have little or no input into the
HIM IT offered to them, and what they do receive is often quickly forgotten once
limy return to their schools. The scant in-service training teachers receive fails to
i.ilt into account the realities of the difficult circumstances they face - rather than
Itlikj contextually oriented, the contents of training have tended to be governed
i'V l.ishionable methodologies and technologies imported from the outside.

lni'., the implementation of generic, one-size-fits-all forms of INSETT has been
i*diikimatic, as can be illustrated with an example o f‘'unsustainable’ practice within
Il ui>|cct which Tom was himself involved in managing. This was the so-called
| oleta Project’,an ambitious ICT and ELT initiative delivered from 2008 to 2011
ni ,i l.irge municipal primary school in Recoleta, Santiago. One strand of the project
nlilled the installation and implementation of interactive whiteboards (IWBs) in each
I'lhr M classrooms in the school. All teachers (42 in total) received basic technical
m iruction in use of the technology, and the four English teachers also received 15
...... %ol instruction in designing materials using the software associated with the
in,Hd Of IWB chosen. Two months after the training was completed only one of the
ingIMi teachers (a self-confessed technophile) was actually using the IWB in her
i. Mnr., but even she was not designing lesson materials using the IWB software,
m ii1ller words, she: ‘simply did not have time nor interest to do so'. The other three
lihjIMi teachers claimed that the IWBs never worked properly so they had given up
i mi| them altogether. Afterfour months many of the IWBs had been covered with
Miuli'iit work or class notices and were no longer used at all. This case conforms
till llk-common phenomenon (in this context) of atop-down project that fails to
i b.r.ed on an analysis of whether or not the project goals are relevant and realistic
in Hum ontexts of those it is aiming to help. In Tom’s experience, the top-down
ililiiim< L adopted was highly symptomatic of in-service English teacher training
minr generally in the public education system in Chile.

n. initessentially teacher-originated and teacher-directed (though potentially
iltnliled by mentors) can be viewed as a defining feature of CPD. These factors are

Jil 9 key to hiking English teacher in-service developmentto a new level of relevance

nlhc ( Inle,in context in terms of appropriateness to context and sustainability.

Willi Mich issues of context and sustainability in mind, the promotion of voluntary

ii ii lici .ii lion research presented itsell as .i logic M option lot fulfilling needs for

in innovative, bottom up approach to CI'l) with in service Chilean teachers.



iin .in |ii Mii(|ly, vei y little teacher-research seems to have been carried out previously
I>yi lull .ni le.ichers in schools, perhaps due to teachers learning little or nothing
.ihout teacher-research in the course of their pre-service training; secondly, no

in setvice ‘culture’ of teacher-research has been fostered at either local or at
national level by educational administrators. In short, there is little awareness

of the potential of teacher-research as atool for solving problems or as a useful
CPD activity among English teachers in Chile.

It needs to be recognised, of course, that the very same conditions that make
teacher-research an attractive ‘solution’ constitute potential barriers that can
prevent many teachers from engaging in self-directed inquiry, including time
constraints, negative attitudes towards research and perceived deficiencies in
research ability. Such barriers have previously been identified in Chile in relation
to arare professional development programme that included an action research
component. As Rebolledo’s (2013) analysis shows, the project failed to teach
teachers about action research or have any impact on teachers’ professional
development. The overloaded schedules of teachers, the fact that their
participation was not voluntary, the lack of support from tutors and an overly
academic framework conspired against the efficacy of the initiative (ibid.).
Knowing about this project, and expecting to face numerous difficulties,

we were not overly optimistic about the success of our own initiative. However,
we did believe that there were ways an appropriate teacher-research support
programme could be envisaged and that it would be worth trying, exploring and
reflecting upon such an attempt given the failure of previous INSETT initiatives in
this context, and the known potential of action research to empower teachers.
We were also encouraged by arecent study by Avalos and Sotomayor (2012),
who found, within a sample of 1,929 primary and secondary teachers, that Chilean
teachers tend to have a deep sense of vocation and commitment to the learning
of their students - a ‘strong sense of mission’ (p. 85) which ‘explains not only why
they chose teaching but also why they remain in practice, despite the pay and
conditions recognised as adverse.’ (ibid.) We hoped, then, to discover and tap
into positive possibilities in this context in spite of recognised constraints.

The innovation

A shift from atransmissive, input-led and training-based paradigm to a more
transformative and developmental CPD perspective entails that teachers should
be supported to initiate and manage their own development through the ongoing
examination of their practices (Burns, 2005; Richards and Farrell, 2005). In this
connection, there has been an increasing number of publications that discuss
and favour the integration of CPD with teacher-initiated research (TR), but, still,
teacher engagement with or in research is not usually viewed as an integral part
of continuing professional development initiatives, particularly outside universities.
Nevertheless, the TR movement shares similar motivations to the CPD tradition,
and systematic inquiry initiated and carried out by teachers into their own practice
can be viewed as a particularly ‘strong’ form of CPD.



Ikcan be defined as a form of practitioner research whereby ‘classroom practitioners
ill ,my level, from preschool to tertiary [...] are involved individually or collaboratively
in melf-motivated and self-generated systematic and informed inquiry undertaken
willi aview to enhancing their vocation as professional educators.’ (Lankshear and
Knobel, 2004: 9) This definition lays emphasis on the idea that TR is teacher-initiated
.iihlis aimed at assisting teachers to improve their practice for the benefit of their
i>n professional growth. In other words, TR helps practitioners to explore the

i .idling and learning processes taking place in their own classrooms with a view

i 11heir making more informed pedagogical decisions.

IH'eman (1998: 13) claims that TR was in the past a foreign activity for teachers
.mil Ihat they ‘have left it to others to define the knowledge that forms the official
li.ris of teaching’. TR entails a change in the former, relatively passive role of

.h hers to a more active, reflective, knowing and problem-solving one. Thus,
y.lematic inquiry initiated and carried out by teachers can be seen as a particularly
. mpowering form of CPD, particularly if such exploration is conducted by teachers
in their own classroom contexts, about issues of immediate concern. This sense of
. mpowerment has been reported in a number of previous studies, taking the form
ml iik leased self-awareness, improved teaching practice, informed problem-solving,
mil personal and professional growth (Atay, 2008; Edge, 2001; Kirkwood and Christie,
') McDonough, 2006).

le.K her research’ is an umbrella term that comprises various possible modes of
i .n her inquiry. A dominant form of teacher research in our field is action research
I1I0 AR pursues improved practice and professional development via the
Junatic collection of data in reflective cycles. It represents a distinct approach
"H liom reflective practice in general and from other forms of TR in its intention
in .live the immediate and pressing day-to-day problems of practitioners,’
I1i 111 nan, 1996: 6) that is, to improve practice through problem-solving (Allwright
uni Iliiley, 1991; Nunan, 1990). Other forms of teacher research may focus not on
ni. iveiling to gain improvement but instead on careful observation of a particular
iiu.ilion to achieve gains in understanding. Indeed, in the field of ELT, Exploratory
*im lice (EP) has emerged as a powerful alternative to AR’s problem-orientation,
i'l Hniii the focus on understanding why problems arise and, consequently, laying
allili, i-is on exploring ‘puzzles’ rather than solving problems (see Allwright and
Ilink'., //009). According to EP advocates, it is only by understanding a situation
Hi.il .i problem can be accurately addressed. Allwright and Hanks (ibid.) additionally
.urn im they claim that unlike AR, which can marginalise learners or at least
....Imi.ile the potential of their participation, EP views learners as partners in the
".ii( h process. Moreover, EP involves a critique ofthe technical frameworks
Hi mpioposed for AR, which, it is claimed, make the activity unsustainable and
Hd ,i himien to teachers’ already busy lives. In opposition, EP proposes ideas for
".iHini i('search an integral part ofteachers’ everyday practices. However, the
mi. isms made of AR, which led to the development of EP are not AR-exclusive,
..... llloy have been reported in teacher-research initiatives more broadly as well.



| Ik'ic are widely recognised difficulties that prevent many teachers from engaging
in self directed inquiry, including negative attitudes towards research, time
constraints, unsupportive school cultures and perceived deficiencies in ability
(Atay, 2008; Borg, 2013; Burns and Rochsantiningsih, 2006).

As mentioned above, publications about the role of teacher-research inteachers’
professional development have increased in the last decade; however, there are
limitations in previous descriptions both of AR and of EP practice in ELT. Firstly,
previous initiatives have tended to be located in small language school or ESOL
settings (Burns, 1996; Kirkwood and Christie, 2006) or in higher education settings
(Barkhuizen, 2009; Borg, 2006), or they describe small projects and thereby fail to
have many lessons for larger-scale reform programmes (Atay, 2008; Burns and
Rochsantiningsih, 2006; Vergara, Hernandez and Cardenas, 2009). Considerable
doubts have been expressed about the feasibility (though not the desirability) of
teacher-research forming part of‘ordinary’teachers’ lives (Borg, 2013), but, to our
knowledge, there have been no previous reports on national-level, state-supported
projects taking place in EFL contexts, focusing on primary and secondary school
teachers working with minimal support and/or resources. Thus, this chapter
describes an innovative CPD initiative aimed at promoting teacher-research in an
under-explored setting and is likely to contribute to a new understanding of the
practical constraints associated with supporting teacher-research in relatively
under-resourced contexts.

In counterpoint to previously published accounts of TR initiatives in ELT, our
project is innovative in several respects: (1) it relied on voluntary participation,
not being part of work for a qualification; (2) it was focused on secondary
school teachers confronted with large classes, very busy timetables and other
unfavourable circumstances; and (3) it was a relatively large-scale project for its
type (80 teachers were initially involved, with four mentors and British Council/
Chilean Ministry of Education backing). The project was ambitious, then, and
deliberately ‘experimental’ and self-reflective. Given the doubts that have been
previously expressed about the feasibility of teacher-research forming part of
ordinary teachers’ lives, the question uppermost in our minds was: ‘Would it be
possible to design an intervention that could overcome some of the previously
recognised barriers?’

Recognising that contextual conditions and local realities cannot be stripped from
any CPD initiative, we developed an approach to supporting TR which attempted to
acknowledge these constraints in an innovative manner. It was based on ayear-long
plan, which would allow teachers to develop an understanding of research processc,
progressively. It also involved ongoing online support from a group of mentors

who would communicate with teachers as supportive research collaborators rathei
than as assessors. For the purposes of this project, based on an awareness of the
difficulties teachers would be likely to face and the need for a gradual lead-in to
‘action research proper’, a decision was also taken to recommend what was termed
‘Exploratory Action Research’to teachers. In brief, teachers were encouraged to
engage first in exploration of problematic issues via means which would not inter lele



wilh their everyday teaching, rather than immediately trying to ‘solve’ problems by
l.iking and attempting to evaluate a new action. Only later were they guided
U|tlionally to consider trying to ‘solve’ problems by implementing and evaluating
now plans. Thus, borrowing from EP, the exploratory first part of Exploratory Action
Research was to involve clarifying the existing situation - the nature of ‘the problem’
before any action for change would be undertaken. An example given to teachers
w; is that, if lack of motivation seems to be an issue, students can write about their
MM rent motivation (in Spanish or English) and the teacher can analyse their writing
lly identifying common concerns. This can not only help teachers decide on changes
Ili.il are appropriate to their students, it can also provide them with ‘baseline data’-a
wny to compare the situations ‘before’ and ‘after’ any change they do try to introduce
ii'i later stage. Finally, an innovative approach was also adopted towards the
development as well asthe content ofthe programme; rather than all steps being
mt'termined in advance, a relatively self-reflective, process-oriented stance was
iidupted with regard to planning and development. Thus, an exploratory/action
11",i;arch orientation informed the ongoing design of the programme as well as the
indlt:cts engaged in by teachers.

Implementing the innovation

I'n-paration and initial seminar

iMiimdworkfor the project involved reguesting Ministry of Education approval,
Hilling out a call for participation (103 teachers applied and 80 were selected,
M1 Iho basis of personal statements), making arrangements for atwo-day workshop
in l.muary 2013, setting up a Moodle platform for the project and selecting four

..... . A workshop facilitator was invited from the UK (Richard Smith), who was

i 1"ii to indicate to teachers how they could take the first steps in designing and
ill ying out an action research study (it was at this point that the notion of
- lillt.itory action research’ was formulated).

111 vmtwo-day workshop, the participating school teachers identified and discussed
i'Mili successes and problems they had been having in their teaching, and formed
in ill (jioups according to the topic they had identified as being the most important
"'NiHevant to them in their context. The following were some of those identified:

m [...siudent motivation to learn English

Ilitkiulty in getting students to speak English in class

m ' |.r.sroom management issues as a result of having large classes (40+ students)

Having to deal with different levels of ability within the same class
m [i'13Imns with discipline

m | m K ni parental involvement in pupils’ learning.

Hi. [u(‘'sent chapter, rather than reporting on the particular research projects
iin h.iniso from these and other issues, our focus will be more on describing
"l it’'llt'i ling on the overall process of involving and supporting participants
ml I'll oiliMiled teacher research. However, il is worth noting that the themes
mi'" hil i|*|(4 | the particularly difficult drcumslan< os laced by most Chilean



secondary school teachers, and that any work that could be built on these themes,
in coming from teachers’ own experience, would at the very least be more
contextually relevant than most previous INSETT initiatives in the Chilean context.

In collaboration with one another and with the four mentor tutors, teachers
started to develop research questions which could help them to investigate these
problems. They designed posters that illustrated the problem and wrote their
initial research questions, which were then commented upon by other groups,

the mentors and workshop leader, who provided relevant feedback based on their
own experiences and beliefs. Initial plans were made for data collection, which
were to be further refined via Moodle-enabled interaction with mentors assigned
to the different groups. Overall, a great deal of enthusiasm was generated at the
two-day workshop, and it was evaluated very positively, although some participants
felt that two days had not allowed for sufficient preparation.

Following a break of one month for summer holidays, teachers and mentors
were expected to get back in touch in March 2013, when the teachers would
begin their investigations, from the beginning of the new school year. The
participating teachers were all enrolled on the British Council Moodle platform
specially created for the project. Through the platform it was hoped that they
would report what they were investigating, discuss problems with each other and
get help from the mentor tutors. They would also be able to download articles
related to classroom research that could help them to define their own research
better. At a later stage they would be expected to decide if their classroom
research projects would remain as Exploratory Research or be transformed
into Action Research ‘proper’.

Problems arising and improvements made (via a revised plan at

the mid-point)

A number of quite serious difficulties arose during the first phase following the
initial workshop, as follows:

m Lack of communication among ‘research partners’ in groups established at the
January workshop

1 Lack of communication between mentors and some teachers
a Apparent drop-out of many teachers

Lack of communication among mentors for sharing of experience/good practice.

The occurrence of these problems can probably be attributed, with hindsight,
to the following phenomena, some of which could doubtless have been avoided
with a longer lead-in time and better forward planning, while others were of an
unpredictable nature:

m Some participants in the January workshop appeared to have come just for the
workshop, with little intention of continuing; or they may have decided, following
the workshop, that action research was not ‘for them’,

s Hiatus and loss of momentum caused by the February Bummer holiday.

» Several teachers found themselves in a different or more diltieull work situation
from March onwards.



m (x'neral ‘busyness’ of the start of the new academic year in March - for teachers
nid mentors alike.

« In some cases, insufficient information was collected for mentors to contact
li.ii licipants (contact details of some participants were not accurately recorded).

m Adolay in establishment of contact between mentors and participants in many
i .ises; one of the four mentors (responsible for 15 participants) made no attempt
In contact mentees but could not be replaced until June.

m Moodle did not prove successful as a platform for the project; many teachers
ilkl not access it or used it only sporadically; most mentors, as well as teachers,
luiind it difficult to access, navigate and use.

- 1IH official letter from the Ministry of Education, which had been promised
In leachers to support participation in the project locally, was not forthcoming
until July.

m |nadequate time for discussion among co-ordinators and mentors regarding
lollow-up to the initial workshop before the workshop, due to lateness of
pioject approval.

in Inihl: of these serious ‘teething problems’, it is probably unsurprising in
injinspect-although it was a source of concern to the mentors and co-ordinators
ii llie time-that no more than 40 teachers (in other words, half of the participants
in ITho January workshop) were in contact with their mentors at the mid-point
i inly). Ofthe remainder (the 40 who had apparently ‘dropped out’), some 20-30
|i,nlicipants had not once been intouch with their mentor, and in this sense
miflinot be said to have really begun to participate in the project, as opposed to
Hit' initial seminar. On the positive side, according to mentors’ interim reports
iiml information gathered from regular Skype meetings between the academic
rdinator and mentors, good progress had been shown by many ofthe 40

Il participating teachers, to the point that they had findings and experiences
wm Il sharing with others by the mid-point (July).

I hi'ic had also been cases of good, sometimes very good, practice by mentors
'i*ihilir contact with mentees, beginning soon after the workshop and continuing
rnkly; editing and publication online of mentees’ reports; effective record-keeping
i, use of Excel; encouragement to report on progress via user-friendly reporting
iinms; and feedback to some individuals). Mentors had generally settled into their
mil', developed good experience and appeared fully committed to the project.
Al'ii, .in effective means of mentor-mentoring had been developed whereby the
i .idemic co-ordinator would Skype individual mentors once per month.

lluis, several problems mentioned above had been resolved by the mid-point

i Inly), or were less serious than they had been. All mentors had developed a

mlisirer picture of who their participating teachers were and howto contact

lisiohers who had not yet been participating actively. A new website (http://

1 1impionteachers.weebly.com/) was established to bring together progress

ii’por Is and advice on the programme, and a Facebook group was set up
llieso served as a complement lo Moodle and quite quickly became a much



more flexible and accessible replacementfor it. A second-phase plan establishing
afirm commitment for participants to report on a monthly basis to mentors was
discussed by the mentors and the academic co-ordinator, and implemented for

a final phase, from Septemberto December.

The second phase

At the interim point (July), the problems faced by the project were serious ones
but nevertheless progress had been made by a number of teachers. The priority
seemed to be for that progress to be shared, and for the positive atmosphere and
‘energy’ established at the January workshop to be revived for the period leading
up to final reports at year-end. A number of progress reports were uploaded to
the new website during this period, and the Facebook group was quite active -
certainly much more active than the Moodle had ever been. Towards the end of
the second phase two further problems emerged which required resolution:

m The form of end-point reporting by teachers had not been sufficiently defined.

m There were perceived needs for guidance regarding data analysis and ways of
reporting data - topics that had not been covered in the January workshop.

Overall, however, the ‘teething problems’ mentioned above appearto have been
overcome for those teachers who had kept in touch (almost without exception
these teachers subsequently remained with us and submitted end-of-year reports).
Indeed, as we shall see, by the end-point the participating teachers were reporting
having gained important benefits, despite difficulties encountered along the way.

Final presentations and written reports

Atotal of 32 teachers took part in the final get-together in Santiago in January
2014, postponed from December 2013. Overall, 40 had made it through to this final
point but eight were unable to attend. Teachers’ expectations had clearly been thal
the final report should be written up in academic style but we decided to attempt
something different. Thus, an innovative, deliberately teacher-friendly approach
was taken to presentation of reports - audio-recorded oral poster presentations,
responded to by other teachers, were followed up by transcription of these oral
reports as a further activity, during the second morning of the workshop itself.
These ‘informal’ written versions were then critiqued by fellow participants, and
further writing ensued, as a basis for wider dissemination. The advice we gave to
keep both oral and written reporting relatively informal was our response to the
two areas of concern which had emerged inthe second phase, and to worries
expressed by a number of participants in conversations with mentors regarding
academic writing. In feedback on the workshop, participants said they particularly
appreciated the staged, supported manner of presenting, first in groups of three,
then pairs, then larger groups, and the collaborative process approach that had
been adopted to writing up.

A closer look at participants’ experiences

The dominant challenge for participants - as revealed by the overall reflections
they were encouraged to include in their final reports m had been lack of time.
A representative viewpoint, balancing the positive benefits ol le.icher research
against this one major difficulty, was as follows:



Time was [...] a problem because, as teachers, we are always busy at school and at
home (planning, reading, checking homework or tests). But on the other hand, you
get such great benefits out of this research, for instance, you get to know more
your students and evenyourself, you become more interested about this, because
you know that this can contribute to your classes, you can discover new things
,ind [...]you realise thatyou can make a change and that it is in your hands.

In this way, rapport is a crucial piece to this puzzle, because you are not alone
inside the classroom and you need to pay attention to your students, not to
,issume things about them, but take the time to talk to them and to really listen to
what they are saying, so as to understand more. By doing this, rapport improves
,mdyou end up finding out that what they actually say to you helpsyou to think of
Ji variety of ways to plan your lessons and to approach them. [...] So, you find
yourself having more opportunities to gain inspiration, motivation and confidence
foryour teaching practices. (Karla Ojeda, final report)9

A. 1lis - and many other final examples of reflective writing - showed, the

i' i hors who had persisted with teacher-research felt that, despite the challenges,

Hipy llad gained important benefits. Chiefamong these - according to our overall

Ilii’iiMtic analysis-were: (1) a new perception that involving learners in solving

miililoms is a good approach to teaching (this, we believe, was an outcome of the

| mphasis we had placed throughout on the importance o f‘exploratory’ research

...... Ilving consultation with learners, as a prelude - or, potentially, even a

mplacement-for additional ‘action’); and (2) a new sense that change is in the

'» hIKir's own hands rather than something to be despaired of or expected only

In hii ,ibove’. Many expressed a desire to continue to engage in teacher-research,

hi Him own accord and under their own steam though with hopes of further

ii|>|ini | if available, and/or to share their new perceptions and skills with other
nliri s. In a word, a major outcome had clearly been a strong sense of

"il Hiwi'imentfor many of these teachers.

1ii’si*lwo dominant benefits can be further illustrated with reference to the
mn "‘iHiice of two more teachers, Roberto Delgado and Andrea Robles, selected
in- In Ihe ease of access we had to them for an interview following the end ofthe
"Mi | (in Roberto’s case) and for elicitation of an additional piece of reflective
i Hini (in Andrea’s). The following brief summaries of their overall experience
i i ,lsoto offer an additional perspective on difficulties within the programme,
i"l how Ihese were-or potentially can be-overcome.

! i"l'In, when talking about what he had learned from the project overall, laid
i" ' m emphasis on the way he had begun to see students as an important source
«intsr. lor his teaching:

1 'ii h.ive to interact with them. [In the future, if] | see some things that are not

i n/knni I don't want to take any measures without considering their point of view
II'viei omc to see it as] a kind of dialogue and that helped me a lot because from

now on ... when | do classes | will start with that: for example, as a starting point:

12mi hn\ irimed lo.md quoted in this cliaptei (Kail.i ()joda, Robei lo l)elgado, Andrea Robles, Erika Diaz
1 iiila i min llllii) saw Ilio final dial | and agioed lo (1) Iho way Iheli vI*w. and actions are represented and (?)
i i knowodyQCl willi l1h'li io.il naiik™. i atliof llian pseudonym:.,



‘How wouldyou like my classes to be?'And then at some point in the
year we have to [evaluate] that - 1think action research works in that way.
(Roberto Delgado, interview)

This realisation appears to have come about due to the way, through asking students
themselves for their suggestions, Roberto had gained an inventory of new ideas,
Inparticular with regard to assessment of oral skills (his chosen topic being how

to decrease students’ anxiety in relation to speaking in class and assessment of
speaking abilities). Following exploration of students’ perceptions by means of a
survey, he had tried out a number of new ideas including creative dialogue writing
and use of subtitled video in class during the second phase. He had observed
positive changes as a result, not so much in students’ assessed performance but
intheir motivation to speak in English in class and, perhaps most importantly for
him in an enhanced general receptivity on the part of students to experimentation
with new ideas.

For Roberto, the first seminar, with its emphasis on narrowing down research
questions and planning appropriate data collection methods in groups, had been
‘perfect’ in showing how action research (which he was already acquainted with,
but only in theory) could be both practicable and something he would actually like
totry out. He had not subsequently been much in touch with his mentor - due
possibly, he thought, to his own and his mentor’s difficulties with using Moodle -
and had found that his original research partner and he were in contexts too far
apart (she in a university, he in a school with classes of 40 teenage learners) for
collaborative work to make much sense. However, Roberto did not appear to view
such absences of communication as particularly salient, and clearly he had taken
on considerable responsibility for the completion of his project in his own way.

Hs overall experience perhaps shows how someone with a relatively high degree
of initial understanding, enthusiasm, confidence and self-reliance can, in a sense,
teach themselves teacher-research once they can see an initial way forward, even
though-as Roberto himself suggested in our interview - he might have benefitted
from more input, structure and collaboration overall.

The major constraint Roberto perceived had not been the lack of contact with
amentor or research partner, nor lack of input or structure or even lack of time
(although he did mention this as a factor which had limited his achievement,

40 contact hours per week with students being the norm in his experience);
instead, what emerged from our interview was a lack of freedom to teach in a
‘different’ way without the official letter from the Ministry of Education, which h.id
not arrived until July. On presenting this to the principal of his school, he had been
allowed significantly more leeway to experiment with new ideas by changing the;
way of teaching pre-specified in his yearly plan. This highlights the importance

of official top-down approval being seen to be given to bottom-up pedagogical
experimentation in Chilean public and semi-public secondary schools, and will
be animportant consideration for future iterations of our project.

Finally, Roberto raised some important questions about fhe follow-up envisaged lot
this cohort of teachers, emphasising the importance lot Ihem nol only of .1 publication
QDDortunitv beino created bill also of some kind ol ik'Iwoik Ix'liui lormed lo



Ini Iher support and strengthen their action research capabilities into the future.
lloberto’s strong impression, from his own experience and from interaction with
nilnMparticipants, was that the project was both innovative and valuable, indeed
mie of the best things that has happened [in ELI] in Chile,” partly because
involvement had enhanced participants’ self-respect. As he said: ‘Participation
i+.illy gets teachers involved, you have that sense of belonging to something,

ttiul that's good because we feel recognised - [we feel] ‘OK, were doing well.’

IIn' challenge the interview with Roberto has given us, though, is how the kind
"] gains he identified, including the sense of self-worth which comes from being
m .idion researcher within a network, can be sustained for participants like

Inin into the future, and how such participants’ research abilities can continue

in In? enhanced.

Anclioa, like Roberto, laid emphasis on the increased sense of self-worth that she
h.id gained from the teacher-research experience overall:

I ".Lirted this research feeling that something was not right. | had the chance to
mop and think why | felt that, proved that there was a problem, [and] did different
.t lions to change my reality. [Slome ofthem worked, some others did not, but at
tho end | could understand that the teacher is crucial for the students’ learning.
(Andrea Robles, final report)

ilie |».irticular focus of Andrea’s investigations was howto end her classes in a
i.inductive way and, as her final report showed, she ended up experimenting
illi .1 number of different ways of closing her lessons. However, the start of the
sii'iicnce was not promising:
llie first [seminarlwas very clear and | felt that it was a nice challenge for me,
hul when | arrived back at school and | lost contact with my team (the other
teachers with the same topic) | was kind oflost and | felt lonely because | had
liebody to share with. (Andrea Robles, additional reflective writing)

i'tlni c.jse, much more than in Roberto’s, the establishment of effective interaction
willi ,i supportive mentor (around July) had proved to be crucial:

1Il, hil thought that the result was my goal and not the process but | met my mentor,
who explained, guided and asked me the right questions to make me focus and
I1'lit'i t on what really matters in the first part of the experience, the [exploration
JtmIreflection. She asked key questions that | [hadn’'tlthought before and made
me think, plan and see things | was not taking into account, (ibid.)

Mn 'ims to corroborate her mentor’s own recollection:

When | contacted my group of teachers [...] asking them to tell me about their

n titin \ss, they replied very briefly and gave me no further information. Later

tle.i in'd that they had done very little of their projects and they felt they ‘needed’
it' h,ivo something done to report back [...]. [So,] | stressed my mentoring role

I'i h'lliiig them, ‘I'm here foryou,’ and | made my emails sound more approachable
hum llii'n on and | emphasised the fact that | was a school teacher as well and
Iti.it 1 hilly understood their commitments at school. This, plus communicating

wi L/usii, may have been effective bccause it wns then fthatl they agreed to
t',ky/)e nieelimi. (Pauln Uoliollodo, linnl written icllci lions)



Face-to-face interaction with Paula proved to be important for Andrea in relieving
pressure and reminding her that what was important was not a ‘product’ but
developing her own understanding. Together with the deadlines and structure
provided by the September ‘relaunch’ of the project we have described above,
interaction with Paula motivated Andrea to begin her research in earnest and
reminded her of the importance of collecting evidence (in the form of students’
perceptions of different activities) systematically. As a result:

Now | know that [...] we must research first in order to change areality effectively.
| also know, with the guidance of my mentor, that the result is not always the
objective; the idea is to know my problem and see it from different perspectives
before | make a change. | [also now] know that the evidence is very important
because at the beginning | did not register my results so | did not have evidence.
(Andrea Robles, additional reflective writing)

Paula herself gained much in terms of her own development as a mentor from the
experience of working with Andrea. Since they happened to live in the same city
(Iquique, in the north of Chile) they met face to face between July and December,
notjust over Skype as was the case with Paula’s other mentees. Paula was able to
develop a style of mentoring (in Spanish) which primarily involved ‘support and
encouragement: being an active listener, avoiding academicjargon and keeping
language simple, and asking questions constantly about the process, questions
which triggered reflection.’ (Paula Rebolledo, final mentor reflections) At one
meeting Andrea expressed concern over writing up her research, worried about
the perceived need to do so in an academic style. Engaging in relatively informal
writing based on the notes oftheir conversation, at Paula’s suggestion, proved to
be a good way of overcoming this anxiety for Andrea, and Paula recommended the
same approach to her other mentees. This procedure of moving from spoken to
written later informed the reporting approach adopted for all participants in the
final seminar (see above). Face-to-face interaction, as it turned out, had therefore
proved to be a crucial factor not only in Andrea’s development as a researcher but
also in the development of Paula's mentoring abilities, and in the ongoing design ol
the project overall.

Overview of feedback on the project from teachers

Returning now to the wider group of teachers who participated in the final
(January 2014) seminar, anonymous written feedback showed that the most
highly valued aspects ofthe programme had been: (1) the initial seminar; (2)

the mentoring/support received; (3) learning from other teachers; and (4)

the final workshop. All four of these, we noted, involve interaction, and we also
remarked when reading this feedback that the face-to-face interaction involved
in the initial and final seminars - and within some, though by no means all,
mentor-mentee relationships - appeared to be particularly highly valued.
Anonymous final feedback, along with reflections included in participants’

final reports, was very positive overall and confirmed the important developmenl.il
gains reported on above, which - in our eyes - validated the focus we had placed
on teacher-research as a privileged means of CPD in this contexl.



i)n the other hand, some ofthe problems and ‘rescue measures’ we have
inscribed Inthis chapter also received attention when we asked for anonymous
views on ‘points to improve’ for future iterations ofthe project. Thus, the use of
|.ic.ebook in combination with a website was praised in comparison with initial use
i)l Moodle, with the major reason being that the former was better integrated with
liMchers’ busy everyday lives and did not require special efforts of access or
navigation. Mentoring, as we have seen, was considered one of the major strengths
'l Ihe programme overall, but it was clear also that some participants felt there

lud been problems of communication in this area. Thus, how to establish effective
"imimunication channels and mentoring relationships emerged as a major focus

iil iinflection for us with a view to future improvement. Finally, there were some
i"quests for more guidelines, deadlines and a sense of structure from the
lidinning, notjust from the mid-point. In retrospect, until it became apparent

Lill way through the project that 'salvage’ measures needed to be taken, we had
piobably erred on the side of freedom and flexibility, relying over-much on mentors
tinl mentees to negotiate their individual pathways. This is of course a possibility
wlicii relationships are strong, when mentors are confident, when time is available
diiilwhen synchronous communications are relatively easy. However, in a relatively
I niic-scale programme like ours where mentors were supervising action research
In| The first time, and where it proved difficult for mentors and mentees to find time
in Lilk with one another directly, more central guidance than we had been able to
Inovide initially certainly nhow seems advisable and will be something we aim to

mlii kluce alongside enhanced mentor preparation in future.

iN\i iission is currently ongoing regarding attempts to sustain the project through
t.iblishment of ateachers’ research network, possibly to be associated with
i .il.ilfillates of IATEFL and TESOL. Participants in the January meeting appear
nilmsiastic about presenting on their research atthe annual conferences of these
1 <.issociations. It is also hoped that afurther iteration of the project will be
upported by the Ministry of Education, and that first-year participants will perform
i illinble role in mentoring those who take part in the second-year follow-up.

|".sons learned

11Hnigh every context is different, we hope that this report of our experience,

m well .is that of some teachers, provides useful insights and offers encouragement
1i 1linse potentially interested in relatively large-scale teacher-research support

linn M's for secondary school teachers elsewhere. We have not presented an
i Lounl which skates over problems, inthe beliefthat others can learn from the
mi Likes’and difficulties associated with this particular project, as we ourselves

il ill li-mpt to do for an extension of it into a second year with different teachers.
<h 1Hi(‘fore worth making explicit, for others as well as ourselves, the changes

n envisage. These will include:

« Lii ling Ihe project at a different point, notjust prior to a holiday, and certainly
ilIn Tho busy period of the beginning of the school year is over; in our case,
this implies a June or July start, perhaps with a shorter timespan (six months
iillIn'i Hi.in a year)



Providing a clearer structure from the outset, with deadlines for reporting

=y

Ensuring that the letter from the Ministry giving official support for the project
is issued earlier-the importance of this letter for teachers in enabling them
to gain institutional support was underestimated

m Attempting to ensure in advance that mentors can make the commitment
necessary, and providing initial mentor training

a Providing input with regard to data analysis (at a meeting or via online materials
at a point when data has been gathered)

& Ensuring that face-to-face or other synchronous meeting opportunities are
provided for mentors and teachers; for example, via a series of pre-programmed
local meetings and/or telephone or Skype meetings. When such meetings did
occur, they proved to be very valuable, whereas communication via email and
Moodle had been relatively problematic.

m Integrating this first year’s participants as mentors or critical friends, thus
developing local expertise and support, and regional networks.

ConcSusion

Finally, we revisit the question of the potential of teacher-research within CPD
in difficult circumstances in the light of our project experience.

There were certainly difficulties in implementing this teacher-research initiative,
partly due to contextual constraints and partly due to what, in retrospect, could
be seen as inadequacies in planning (although the flexible, experimental approach
we adopted meant that solutions to several of these problems were developed in
the course of the year). There were early drop-outs, for many possible reasons;
however, ‘exploratory’ action research seems to have been a desirable, feasible
and empowering option for nearly half of the initial cohort, despite the difficulties
encountered. We count this as a major success given previous reports highlighting
the problems of engaging practising teachers in voluntary teacher-research. As we
have seen, a dominant theme in final reflections was that participants had learned
to listen to their students more, and that doing exploratory research had thereby
fulfilled avaluable pedagogical function which plunging immediately into the ‘action’
part of action research might not have fulfilled to the same extent. Overall, then,
we feel we succeeded in developing innovative ways of making teacher-research
appear feasible as well as desirable in teachers' eyes, in apparently very unpromising
conditions. The successes achieved despite the difficulties encountered are equally,
we should emphasise, atestament to the determination of the participating
teachers, and to the dedication of their mentors.

Our experience suggests that the success or otherwise of initiatives to engage

teachers in teacher-research may depend largely on what kind of teacher-research
is introduced to teachers, how it is presented to them, how it is supported and wlial
style of sharing of the research is expected. All ofthese aspects can be made eithci
relatively ‘academic’ (as, we find, in the models of action research often advocated lo
teachers) or relatively accessible and attractive to teachoi s (.r. we have deliberately
attempted to make them in our own innovation, will) some Incie.r.Incjly positive



i Hoots). What we found ourselves promoting, increasingly, was something innovative
iiiid loacher-friendly, whereby we approached teachers in a way that was not
"Il putting or overly academic. The initial difficulties experienced in mentoring and
Hi" over-reliance placed on a particular online platform can, we believe, be overcome
in 1luture iteration ofthe project. Rather than asynchronous online communication,
J\iiong need emerged in this context for face-to-face (including telephone or
M'Vpo) interaction and - possibly-for a degree o f‘closeness’ involving the mentor
Iniving shared similar experiences to those ofthe teachers. We are now looking
i.ii w.ird to putting the insights we gained into practice in future iterations ofthe
...... being better aware ofthe difficulties involved but also encouraged by
«"llt-ctions such as the following, which draw attention to the benefits for teachers
* md, just as importantly, for students-ofteacher-research as aform of CPD in
iiii". i ontext, and perhaps in other, comparable settings:

Ihis was a very interesting process. Whereas it was long, | learned a lot about how
| can manage my class results by considering students' voices during the process.
Ihey opened my eyes about working collaboratively. It's good to know that some
1111iblems’ solutions arejust in your hands. For that Action Research is an essential
loo/. We should incorporate it in all of our professional activities, particularly the
iriiiictive process that this methodology involves. If we as teachers could have the
time to reflect on our pedagogical process, our students’ achievements should

1" hotter every time. (Erika Diaz, final report)

Il m difficult to balance everything in our lives I...] but the motivation and desire to
11 >ntinue, try and somehow become better teachers was what drove us to keep
mi (joing and working with the project. I truly believe many of us want to give

imi best and what we learned with this project left us happy. | am one of them.
iM.ii itza Badilla, Facebook post)
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The house of ‘do’s’ and ‘don’ts’:
leachers, self-access and learner
autonomy jin Ethiopia and
Afghanistan

Andy Keedwell

Introduction

inin,my countries, self-access systems involving learners working more autonomously
Hi,in in the classroom have become commonplace. However, there are also still
mli'xts around the world where self-access and autonomy are very unfamiliar
"in opts. This chapter will examine two such contexts, Ethiopia and Afghanistan.
i will suggest that in this type of context, there is a considerable risk of failure
In| Implementation of self-access systems and that stakeholders’ conservative
i ncplions ofteaching and learning represent a major potential obstacle to effective
nililrnicntation, however plentiful self-access resources may be. The chapter will
inpo'.c that these risks of failure can only be mitigated through systematic CPD
uni will examine in depth the rationale, design and impact of a CPD programme
. iillo support all those involved with self-access systems.

i)iowing body of research on self-access has accessed the views of users and,
in .i lessor extent, teachers, but much of this research has examined self-access
hi» i.ilions in Europe or other well-developed educational environments such as
...... Kong, Malaysia and Singapore. With the exception of a handful of studies

1 lones, 1995; Joshi, 2011; Ahmadi, 2012), contexts where the idea of self-access

-imipletely new have been far less investigated. There have also been few
iinIn-, in which progress has been evaluated over time (on the model of Gardner
Ml M11(-1, 2010) or in which stakeholders are asked to report retrospectively.

i 1v although an emphasis is placed in the literature on the need for training to
ii 11 Miip.my self-access development, there seem to be very few accounts of how
tills w.is .idually done.

siiiimious professional development of this type was very new to participants
I Ihlopi.i and Afghanistan, and it was perceived as being very innovative and
HHim lo significant shifts in thinking and application. | hope that the focus on
= il | design, the changing perceptions of stakeholders and the extent of impact
* MU' i I'D described will be useful to those considering introducing self-access
in «hull,ii i oniexts.



The context

Self-access learning described in this chapter was delivered through two projects:
in Ethiopia, the Peacekeeping English Project (PEP) and in Afghanistan, the English
for Defence and Security Project. These two projects vary in a number of ways but
also have many similarities. Both projects are managed by the British Council on
behalf of sponsors including the British Embassy, the UK Ministry of Defence and

(in the case of Ethiopia) the Africa Conflict Prevention Fund, with the aim of working
in partnership with local partners to secure sustainability after eventual handover.
Both projects support the delivery of English to military officers, although Ethiopian
officers will serve on United Nations Peacekeeping missions in conflict zones
outside Ethiopia and Afghan officers are involved in the process of stabilisation of
their own country. The projects employ or support the employment of national staff
with a consequent focus on training and there is afocus on self-access delivery
and the establishment of self-access centres, although resourcing, administration
and the extent of countrywide reach differ. My own role in Ethiopia (2009-12) and
Afghanistan (2012-present) was to support the development of systems, design
and deliver teacher-training and trainer-training and to provide monitoring and
quality assurance. Resources had been procured and systems set up before my
arrival on the assumption that continuous professional development would follow.

The benefits of self-access are many. In a military environment, either complementing
or substituting classroom study, it can accelerate rates of learning and mean
personnel are ready to interoperate (communicate in English in crisis or conflict
situations) sooner and more effectively. Self-access can support the development
of more resourceful, independent learners who ‘take charge of their own learning’
(Flolec, 1981: 3) after course completion. It enables learners to meet their own
needs and aspirations, working attheir own pace as they fit learning into busy,
demanding military lives, adds variety to intensive courses and provides access

to awider range of materials and ways of learning - ‘a bridge to the real world".
(Cotterall and Reinders, 2001: 25)

The centres

Ethiopia now has eight self-access centres (two in the capital and six at other
locations). Centres correspond to military commands at geographical points of

the compass, with one base serving the air force. Ethiopia also manages a separate
programme, with a self-access centre, across the border in Djibouti. Afghanistan
has five centres, with four serving the Afghanistan National Security Forces/Ministry
of Defence and a newly opened fifth atthe Military High School. A further self-access
centre will eventually operate at the new Officers Academy.

What are known in Ethiopia as Self-Access Centres (SACs) and in Afghanistan as
Learning Centres (LCs) have much in common. Between ten and 20 computers
are provided for each centre, with a range of software. Published resources are
available for users, including dictionaries, skills and grammar practice. Classroom
activity and methodology resources are also provided for teachers. SACs in
Ethiopia are equipped with satellite television. Centre use also follows roughly
similar patterns. At all centres in Ethiopia and tlu; majorily in Algli,ini'.lan, sell



access sessions are combined with regular classes as an integral part ofthe
delivery of English. At some bases in Afghanistan, delivery of English is wholly
lhrough guided self-access sessions. Completely independent use is restricted by
l.ictors including transportation (Ethiopia) and security concerns (Afghanistan) but
is popular at bases where users are resident or live nearby.

The stakeholders

Gardner (2001:169) defines those involved with self-access as ‘self-access
slakeholders’. Inthe cases of Ethiopia and Afghanistan, these stakeholders constitute
quite a diverse group. The group includes the users themselves, the vast majority
dlwhom are male (although in Ethiopia, the overall number of female military
nllicers is growing, with impact on the number of female users). In Ethiopia,

lhere are four to seven civilian teachers at each base withjoint responsibility

lor self-access supported by military administration, all employed by the Ministry
el National Defence and Security. In Afghanistan, each base has a civilian, British

i mincil-employed LC co-ordinator working alongside military-appointed counterparts
md one to three civilian teachers delivering classroom English. For the sake of

I Lii ity, all these groups are referred to in this chapter as teacher co-ordinators.
In I Ihiopia, stakeholders also include military appointed IT co-ordinators, who have
1lechnical non-teaching roie. In both countries, ultimate responsibility for SAC

.md LC operations is in the process of devolving to afurther group of stakeholders:
eenior military personnel who will eventually have full responsibility for operations.

Why do self-access systems often fail?

I many educational projects fail, self-access systems seem especially vulnerable.

Anecdotal evidence suggests there are numerous situations in which they collapse
non after the departure ofthe funding organisation. Equipment and resources may
I»" dispersed or putto inappropriate uses far different from those originally envisaged
liy Ihe implementer. Possibly far more significant are the cases where the self-

Ml i ess centre survives in pristine condition but is barely used or not used at all.

I Ins i hapter will suggest that self-access systems often fail because there is
nr.iillicient training for the stakeholders described above, those involved in
"Il .iccess delivery and development. This is quite possibly because of an
iiinil'i standable, instinctive reaction by project management to focus on resources
hiicks and mortar, computers, software, hardware and published materials.
I'ill|<«( | managers are often under considerable pressure to disburse budgets
«inn Kly, efficiently and sometimes to relatively unrealistic deadlines. A well-
mquipped centre provides tangible evidence to donors that the project is working
mil establishes visible, branded presence in sometimes far-flung regions ofthe
"iiiHy where the project is taking place. It may also represent to the recipient
muni irle evidence ofthe goodwill ofthe supporting organisation and in some
.mnli les (Djibouti, for example) corresponds to the traditional notions ofthe
IHi- eminence ofthe traditional language laboratory.

iliiwever, when resources are prioritised, a primary concern for project management
iiii | senior levels of the recipient organisation is neqglecl Ihis is ;i very real concern



- initially, at one Ethiopian centre, ineffective management by the local military
administration led to a situation where many computers did not function and birds
were nesting happily in the centre roof! Yet, the opposite strategy of over-zealous
protection of resources can result injust as negative a situation. Concerns by the
military administration in both countries about possible theft or misuse led to
resources being locked away in cupboards, appointment of key-holders who were
often called away on other duties and a resulting lack of access to self-access.
The administration required considerable persuasion before they would allow
resources to be displayed on unlocked shelves or books to be borrowed.

The most significant obstacle to self-access, though, may be rooted in the beliefs
about effective teaching and learning held by users, co-ordinators, teachers and
administration, and the prevailing paradigm of classroom practice in the context.
To all stakeholders in Ethiopia and Afghanistan, the establishment of SACs and LCs
was in itself novel and innovatory. Studies (e.g. Edes, 2007) have shown that teachers
with positive experience of self-access are much more likely to motivate their
students to use it - but none of the stakeholders described in this chapter had
had any type of self-access component in their own education and there are few
opportunities in either country for self-access. During recent interviews for the
post of Learning Centre Co-ordinator in Afghanistan, not one candidate had any
direct experience of self-access; one thought it might be atype of distance
learning, one confused the concept with the idea of a student-centred classroom
and three were unable to comment at all.

The idea of learner autonomy is also very new. Some teachers reported that they
had been introduced to the idea of learner autonomy during their initial country-
based training, but had not come across practical applications of the concept and
had been left with little more than a few memorised notions and the names of a
handful of methodologists. One comment from an Afghan co-ordinator sums up the
confusion: We are trying to help our learners become more autonomous but we do
not want to tell them that we are’.

In Ethiopia and Afghanistan, the role of ateacher is close to that of a factory operatoi
attending to the machinery that churns out knowledge for transfer into the empty
heads of trainees. All teaching is focused on whatever coursebook or materials the
teacher is issued with: the coursebook becomes ‘reified’ (Richards, 1998: 47). When
a group of Ethiopian teachers were asked to provide metaphors for the coursebook,
their responses included ‘the holy book that we must follow’, ‘a white stick to a blind
man’ and other images stressing huge dependence on materials. This paradigm
also included the fact that the possibility of choice, a key concept in self-access,
had never been considered. Prior to CPD, the pattern of use (in cases where centres
were actually used) was for learners to do exactly the same thing at exactly the
same time with the teacher co-ordinator instructing all learners to work on the
same item of software directly linked to a discrete grammatical item that had

been studied in that day’s lesson. While a session of this type (resembling a fairly
traditional ‘computer lesson’) would undeniably lead to some reinforcement of
learning, it was certainly not self-access. Interestingly, leachm <o ordinators had
implemented coursebook adherence and lockstep SA( ir >on Mini own initiative



Willi a few local exceptions, they had never been instructed to work like this but were
IHi'sumably working on the expectation that this was what they were expected to do.

Dming and after CPD, teacher co-ordinators were asked to retrospectively report
wh.rl their conception of self-access had been at entry point to the project. While
miiiic More recently recruited co-ordinators in Afghanistan described afeeling of
oxcitement at the prospect of working at the LC, their more experienced colleagues
inmembered being sceptical as to possible success. In Ethiopia, teachers emphasised
Ili.il they had initial concerns that they would be held responsible for breakage or
mr,use of equipment and, in a memorable phrase, one teacher described the SAC
ir, the ‘House of Do's and Don'ts’- a heavily regulated, intimidating, best-avoided
lii'ration. A reluctance to become involved in SAC operations was compounded by
i liadition that the teacher is only responsible for the hour he/she directly teaches
,mil anything beyond is not of his/her concern. Teachers may also have suffered from
'*AC shock’ (Case, n.d.) when a plethora of resources reduces ateacher accustomed
i,i.ilow-resource environment to a state of immobility-too many resources available
up .in that none are used. Users and teacher co-ordinators may feel overwhelmed
uni, as O'Dell CI1992: 153) has observed: ‘The better resourced the centre, the more
ni .i problem this can be’.

implementation of CPD

In lioth countries, as the Peacekeeping English Project trainer in Ethiopia and Head
"[ Ir.icher Development in Afghanistan, | worked with project managers farsighted
i tiimgh to budget for extensive training for stakeholders: my role was to design and
mnlivor these training programmes. CPD was implemented in the following ways:

| Course implementation in Ethiopia 2009-present

I nly 2010 Delivery of a short course (ten hours) to six selected Peacekeeping English
Project teacher co-ordinators. This course served as a prototype course for
training detailed below.

Mill ; 010 Delivery of an expanded version (30 hours) of the course above to all Peacekeeping
English Project teacher co-ordinators (28 participants from around the country)
with previous participants acting as co-trainers. This course became the core
course for further training.

Mill ) 010 Delivery of a simplified version of the expanded course by ateacher participant
from that course to 15 IT military co-ordinators, in their first language.

1din 4010 Visit and training delivered by a consultant from Ukraine, formerly Peacekeeping
English Project, Ukraine.

juii 12 Extensive follow-up and smali-scale training at military bases by Peacekeeping
English teacher-trainer.

i nly mid 2011 Two 30-hour courses on task and material design for groups of 15 selected
project personnel, including implementation of tasks designed by participants
for self-access purposes.

wOil Regular short technical training to selected groups of teacher co-ordinators
and IT support by professional IT trainer.

1uly 2012 30-hour course delivered to ten newly recruited teachers with newly formed
team of five Peacekeeping English Project trainers acting as co-trainers.

1uly 2012 training delivered to small group of personnel from Djibouti.



Mid-2012 Discussion of self-access included as course component In management
skills training course for 15 military administration and civilian co-ordinators.

Late 2012 SAC review course for teacher co-ordinators selected to have specific
responsibilities for self-access development.

To present SAC-oriented CPD continues in Ethiopia to date.

Course implementation in Afghanistan 2013-present
Mid-late 2013 Delivery of 30-hour CPD to 15 civilian and military teacher co-ordinators.
Ongoing Security situation allowing, regular monitoring and quality assurance.

Early 2014 Commencement of delivery of further CPD to 15 civilian and military
teacher co-ordInators.

Face-to-face training on software use was also provided by the software provider
in late 2012 in Ethiopia and through Skype in Afghanistan in late 2013. This was the
first occasion that Skype had been used in Afghanistan for training purposes and
enabled input from outside Afghanistan which would not have been possible
physically; it proved to be a very positive experience.

Rationale for CPD

Course design and delivery was founded on a number of principles, which have
been refined as each course has been delivered. These are described below.

Principle 1: CPD needs to engage with the beliefs

and perceptions of stakeholders

It was important through CPD to provide participants with opportunities to restructure
some deeply held beliefs on teaching and learning so that they could ‘adapt to then
new roles successfully’ (Gardner and Miller, 1999: 13). This was especially important
for non-teaching personnel whose knowledge of teaching and learning was based
solely on their personal experiences of education. Teacher beliefs are notoriously
difficult to change. One strategy planned for CPD was to ask trainees to reflect on
situations outside the classroom. Trainees were asked to consider the characteristics
of real-life customer service encounters (both satisfying and unsatisfying) through
which the idea of choice emerged naturally. Trainees offered their own experience’,
of limited choice in less than successful service encounters and then applied
lessons learned to self-access delivery. Trainees were also asked to describe their
own non-language based experiences of learning something autonomously
themselves - these accounts enabled them to reach conclusions on language
learning in the classroom and to identify what really makes an effective learner.

Principle 2: Effective self-access needs systems and procedures:
stakeholders need the opportunity to design, revise and have ownership
of these systems and procedures

In many situations, procedures are imposed top-down and require personnel to
implement systems which they may not fully understand, value or even like (see
Martyn and Voiler, 1993: 105). As far as possible, the CPD dost i jhod here aimed
that trainees would be asked to contribute to procedure ,ind doc umonl design.



We began by agreeing on the usefulness of these basic procedures and examined
examples from other centres and published sources. Trainees were asked to identify
what they liked about the examples to enable them to synthesise the results of their
iliscussion into the design of their own procedures and documents, which they

llion implemented. The course also aimed to provide hands-on practice for short

i ounselling sessions, through role play based on the participants’ own learning
needs and wants, to enable them to conduct ‘pedagogic dialogues’ (Mozzon-
McPherson, n.d.). From our analysis, we agreed together that:

a Effective self-access systems require a time-efficient, cost-effective procedure
lor needs analysis for users at entry point.

ii Learners benefit from athorough induction process and learner training.

c. Effective self-access systems require a process in which teacher co-ordinators
reach agreement on what the learner can achieve through self-access within
an agreed timeline, with agreed tasks and some type of feedback mechanism
on how useful these tasks are. This process needs to be documented in a readily
accessible way (sometimes referred to as a learner contract or SAC log).

(I this agreement requires a counselling and discussion procedure for teacher
co-ordinators and learners near the beginning and near the end of the timeline.
Ihis counselling needs to give the opportunity to the teacher co-ordinator and
learner to discuss fully without putting too onerous a burden on the counsellor.

m Processes to collect and analyse learner feedback need to be in place.

I Ilie regulatory aspect ofthe ‘House of Do’s and Don'ts’ is important to avoid
the risk of misuse but equally important is helpful encouragement and advice
for learners.

1 |ffective self-access systems require a process to identify overall SAC/LC use,
including establishing level, frequency and nature of use. This process needs
lo be documented and, in summarised form, can be a useful leverage tool to
obtain further funding.

I'mciple 3: Resources in themselves are not enough: opportunities need

Id bo provided for stakeholders to engage with resources

llie provision of resources is often one ofthe most top-down of all interventions
Hilled to self-access. All stakeholders, especially those nearest to the chalk face,
i'fill-1it from familiarisation and engagement with those resources. A simple process
' r. planned for CPD in which trainees were asked to list what resources they could
ie. .ill and then make a physical comparison with what was actually available.
liainees were given the opportunity to experiment with resources they were least
i.mull.ii with and report back in order to identify resources that could be used to
ini'l | specific needs. Throughout the training, teacher co-ordinators were encouraged
in ilive their own opinions on what further resources could be purchased.

In I Ihiopia, in order to reach all stakeholders, awareness-raising on providing

. r.y access to resources and the idea of choice was included in training for senior
management and a simplified version ofthe course was delivered by one ofthe most
fihlc ul the project teachers t1 military-appointed IT support in theirfirst language
|Aiiihai ie) technical li.lining was also provided by a skilled IF professional. Training



for teacher co-ordinators on resources in both countries was supplemented by
training by the software provider (face to face in the case of Ethiopia and online
in the case of Afghanistan).

Principle 4: Self-access snriplementers can contribute to the development of
resources, and need supportto enable them to do this

in Ethiopia, over afour-year period, almost all teaching staff undertook the Cambridge
CELTA (Certificate in Teaching English to Speakers of Other Languages) qualification.
This process is ongoing in Afghanistan. The impact of CELTA as an in-service training
tool is dramatic and leads to a very significant increase in the quality of teaching.
At the same time, a number of areas for development were identified in Ethiopia

at the post-CELTA stage, including the capacity to design and produce tasks and
materials - Block’s (1991) ‘Do It Yourself materials design. Trainees identified that
locally produced materials were necessary a) to target local cultural contexts and
users’ backgrounds and b) to widen access to a range of authentic military-oriented
materials. Course planning aimed to expose trainees to a range of more effective
and less effective tasks (in particular, reading tasks), input was included on the
technicalities of ensuring tasks were appropriate for particular levels, had clear
aims and were well presented.

principle 5: Effective self-access development requires support for and
development of the problem-solving and évaluation skills of stakeholders
The process of development needed some difficult questions to be asked and
challenges to be identified and solved. Near the beginning of the programme,
trainees were asked to identify current strengths and areas for development

for operations and these were returned to throughout the training. It was as
important to discourage specific groups of stakeholders from ‘passing the buck’
(and a measure of blame) to other stakeholder groups and to focus on trainees
working to find realistic solutions. The course aimed to develop an atmosphere
of honest, objective and constructive evaluation, and provide opportunities for
participants to raise issues and discuss the challenges they themselves perceived.

Impact of CPD: achievements

impact on stakeholder beliefs and attitudes

Ninety-six per cent of CPD trainees in Ethiopia (100 per cent in Afghanistan) rated
training as very effective and of high quality (one or two lone sceptics remaining
to act as a reality check). A significant aim of the training had been to provide an
opportunity for trainees to reconsider their beliefs and attitudes regarding the
relative responsibilities of teachers and learners, the importance of choice and
learner autonomy, and the practical application of these to self-access. It is always
difficult to quantify shifts in teacher beliefs although useful evidence can be
gathered through accessing the views of participants, direct observation and
analysing feedback from users.

Participant self-reports were collected through questionnaires and one-to-one
interviews. Trainees were quite articulate in describing how their opinions had
changed and were able to revise their perceptions of lhoir own roles:



m ‘After the course, my role is changed from a dominant and rigid teacher to
a democratic and flexible counsellor.’ (Teacher co-ordinator, Ethiopia)

m ‘[The CPD] helped me to transform the traditional teacher-based teaching
approach to more effective learner-based language learning in the classroom
and the SAC. | think this is a milestone in my entire professional career.’
(Teacher, Ethiopia)

Other stakeholders had also evidently taken on board new concepts of choice
iid learner autonomy:

m ‘Before the course, I had limited knowledge about autonomous learning.
Through this course, I've realised that self-access, which is a completely new
culture in Afghanistan, is the most effective culture.’ (LC co-ordinator, Afghanistan)

m ‘One of the major changes which we learned and implemented after taking the
course was giving users the choice and fair level of autonomy.’ (Programme
manager, Afghanistan)

Imi ticipants had clearly come to see the SACs and LCs and how they could operate
In . different way. Ethiopian participants were asked to describe the self-access centre
ii.ing arange of shop metaphors (derived from Gardner and Miller, 1999: 143):

m |lie SAC is like a supermarket that stocks a wide range of goods where the
i ustomer has to choose what they like. You can ask for help but you make the
decisions yourself. There are things you can’t buy anywhere else.’

* 'Ihe SAC is like a fast food shop because it meets your immediate needs and
provides quick satisfaction when convenient. It is also very easy to use.'

i)ii -aspect of self-access-oriented CPD (and methodology courses for teachers
wlilc li were run in parallel with it) was an identification of the need for a shift from
Lii lory operative to afacilitator of learning. Teachers often seemed to find this

It .iiisition and the idea of choice quite liberating. They came up with new metaphors
hii lhe coursebook - atool, a springboard or a menu: A deep lake from which we
« in draw water when we need it'. The idea of freedom was stressed:

m 'lhe training gave me the freedom to think - it helped me understand that the
i oursebook is not a holy book.’

m |l made me feel confidentto go out of the coursebook arid help learners in the SAC!

tIni her co-ordinators recognised that there were advantages to the lockstep
Hindi! ol working with software in that it led to effective language learning in a
i|"'i ilic, finite language area, was easy to control and possibly more suitable for
tin lowest levels. But they also concluded that:

m All learners are forced/obliged to all do the same thing at the same time
*Hid have no opportunity to share ideas. It makes the learners over-dependent.’
(I rndback from a group of Afghan teachers and co-ordinators)

In::inlrast, through discussion during CPD, alternatives of providing choice to
i ii\ had been identified and were implemented, with one Afghan co-ordinator
dimming up his new awareness of the idea of choice in this way: A diet of only
.hn".iss not enough'.



Impact on implementation and effectiveness of systems and procedures
However, what stakeholders say they do may well be different from what they
actually do In practice. In Ethiopia, | was able to visit SACs at military bases, often
at locations up to 1,300 km from the capital for extended periods. In Afghanistan,
although all LCs are located in the capital, regular monitoring is more problematic
due to a rapidly changing security situation but It does take place whenever
possible. In both countries, visits were essential to identify the extent to which
change was happening and systems were being monitored.

In Ethiopia, some scepticism had initially been expressed as to the value of processes
for analysing needs and obtaining learner feedback. Teacher co-ordinators reasoned
that, after all, they chatted to individual students during the break and if students
had problems, they would surely approach the teacher to discuss them. Ittook time
for stakeholders to appreciate the importance of systematic feedback and additional
sessions were required to help teacher co-ordinators to analyse the data they
were collecting.

This data was often very interesting. Feedback clearly showed that while learners
valued grammatical input, they also emphasised that input and practice to help them
develop skills, vocabulary and pronunciation were really welcome. This contradicted
the teachers’ reasoning that because students only wanted grammar, they would
therefore only give them grammar and they were consequently encouraged to
reconsider the focus of their teaching. Learners articulated a desire for variety
and downgraded teaching that was wholly coursebook-dependent and, again,

this came as a surprise to some teachers. There was also a progression across
levels as more experienced learners reduced their preference for individual work
and expressed preferences for more interactive activities. Data of this type
reinforced the message teacher co-ordinators were receiving from elsewhere

and helped them to continue to revise their own thinking.

A shift from lockstep sessions to ones in which users worked more independently
was observed in Ethiopia and is also currently taking place in Afghanistan.

This shift needs time to take place and in Ethiopia required extensive follow

up to the original CPD. However, the SAC log system (see Appendix 2) worked
effectively once personnel had developed commitment to it and some helpful,
supportive counselling was observed. Trainees had clearly understood the
need for learner involvement in the process, the use of questioning and the
need for agreement:

m ‘We need to begin the counselling warmly and be polite and smile and use
the right kind of body language. We need to be encouraging and democratic,
and exchange not impose or be dictatorial but we also need to be realistic.’
(Ethiopian participant)

Observations showed that teachers co-ordinators applied their own guidelines
in the counselling and were clearly deriving satisfaction from developing their
counselling skills.



Participants in Afghanistan listed the advantages of the process as including
encouragement for learner self-assessment, helping to build a culture of self-
access and learner autonomy in which the learner makes his/her own decisions,
.ind increasing the teacher’s knowledge of learner needs; as an Afghan programme
manager put it: A win-wiri situation for both teachers and students’. They valued a
system that was standardised, realistic and relatively straightforward.

Involvement with the design and implementation of these systems and procedures
meant that teacher co-ordinators took a different view oftheir own roles in the centre:

m 'Now | know that | have great responsibility to help the trainees - using the SAC log,
I need to discuss their strong points and areas to be improved.’ (Ethiopian teacher)

m 'After the course, | know | need to give advice to users and counsel them and
monitor their progress. By knowing their strengths and areas to develop in our
users, they find a clear goal of using the Learning Centre.’ (Afghan LC co-ordinator)

Impact on exploitation of resources and task design

Accessibility’ became something of a buzzword with CPD participants, and the
Initial course led directly to a great deal of unlocking and emptying of cupboards,
i~positioning of shelves and introduction of loan systems. This process was
>u.ihled by the fact that the support of local military commands had been sought
and obtained through awareness-raising sessions. Sometimes, these changes were
ilinle small but effective - simple, routine changes in timetabling enabled users to
have access to the self-access centre during their free time. Again, this process
Was gradual, sometimes frustratingly so.

i I'l) participants emphasised retrospectively that at entry point they had only

M'rn the SAC or LC interms of IT - initially in Afghanistan, the LC was often referred

in.r, 'the Lab™

- lwas thinking that we must use only the computers and the software. | had no
Idea other than thinking it was a computer room.’ (Ethiopian teacher)

111>led to awider range of resources being used both in the classroom and in
Hi' '.AC. Teacher co-ordinators reported a need for learner training in this area
novelty meant that the possibility of using the computers and software had
miK'l hing of a magnetic effect on users to the neglect of other resources.
1invri Iheless, by 2012 in Ethiopia, it had become common to see users in the
At working with a range of resources.

iinr significant progress was also made in terms of task design. This was
*hhl'ilaken in the form of mini-projects with trainees working in pairs or small
'H"iip ., producing drafts which were trialled, redrafted and modified. Examples
"i " licelive tasks included support for vocabulary development, reading and
ill hing the news in English (avery popular activity in some SACs). Open-ended
1' 1" were also developed collaboratively to exploit the British Army magazine
mjilna (see Appendix 3).



impact as assessed by self-access users

In early 2013, colleagues in Ethiopia undertook a survey of 100 users at five
centres to identify perceptions of self-access (Hailelul et al., 2013), and | would like
to acknowledge their analysis of some extremely useful data. Data had also been
collected through a limited sample of guestionnaires at one base in early 2010 and,
when the two sets of information are contrasted, a very positive impact on self
-access use can be identified. While some of the 2010 feedback was very positive
(especially on staff-learner relationships), a sense of frustration on the part of users
was also evident, with complaints about the lack of access to the centre, a feeling
of being lost amid resources they barely understood and a small but significant
minority felt that self-access did not really contribute to learning at all.

The 2013 feedback was much more positive, however. Ninety-one per cent of
users stated that they were free to choose materials and software and 86 per cent
strongly agreed that the SAC was easy to use. All users reported that they used the
centre at least once a week. Eighty-two per cent of users said that they based their
learning on their personal log. CPD had encouraged participants to agree on what
should be included in induction and once this was in place, it was obviously clearly
appreciated by users, 95 per cent of whom said that they had received adequate
briefing and induction and had learned through practice:

m ‘When | started to use the SAC, it was difficult. After | learned about the SAC,
I can use it easily.’

Other comments included:

h The SAC is easy to use, even in the absence of teachers, one can learn
different skills alone.’

b ‘l use the SAC every time after the class.”

Afghan users have not been systematically surveyed to date. This will take place
following the establishment of systems and procedures and will feed directly
back into the ongoing CPD programme.

Impact: challenges

CPD has had a significant and lasting effect on the effectiveness and efficiency
of self-access learning butthe process was not without challenges.

Gradual change

CPD for stakeholders began in Ethiopia in mid-2010 but it was at least two years
before systems were fully functioning to the satisfaction of project management
and there remains plenty of scope for further development. The process of
implementation needed thorough training, a great deal of time and extensive follow
up. In both countries it felt at times as if two steps had been taken forward with one
step back. In Ethiopia, three months after the initial CPD course, a consultant from
the Ukraine identified that there were still many resources being underused and to
date not all resources (in particular, some of the software programmes) are being
fully exploited. Some centres implemented systems for one com \< of learning but
abandoned (or forgot) them on the next. Occasionally, chainif. in local military



iidministration meant the cycle of change had to be begun again. In Afghanistan,

i I'Dbegan in early 2013 and will continue for at least another year but the rate of

i li.mge has been rather more rapid, partly due to a more robust national middle
management. However, here, logistical and security concerns can slow the process
ilown and limit effective monitoring and feedback.

"lakeholder beliefs

lhose closest to the chalk face sometimes seemed to be the most open to the

i li\is of autonomy and choice and, while some absorbed new ideas very quickly,

il look longer for the military administration to change thinking. Nevertheless,

11+ Jhis chapter has emphasised, it was essential to win their support before change
m-3l(1 happen. Some teacher co-ordinators’ beliefs proved to be deeply entrenched
.mil resistant to change. In Ethiopia, many teachers adapted to the use of SAC logs
.uni counselling quite rapidly, but invariably listed as target areas sets of discrete
'IMinmatical items (especially verb forms and prepositions) to the neglect of other
"KIIT. work and directed users only to grammar reference and software grammar
I .ictice resources. This was influenced by the respect, almost reverence, for
'ii.unmar (although less often for grammatical accuracy), which is an important
inmponent in the local paradigm of language teaching.

In Al(Jhanistan, initial reactions to the idea of choice and a process in which teacher
....... rdinator and learner could agree tasks to be performed was very positive, but
iiMohers soon focused on monitoring and a desire to oversee each and every
N.lining step. How could we best ensure that users were completing learning logs
iikl performing tasks-were weekly checks required? How could we ensure that
Iri".ks were completed that targeted language areas which appeared less attractive
® more demanding to learners? How could we ensure that learners were always
IniiH'st? It is easy for a system that claims to encourage autonomy to become one
"i i ontrol and surveillance (Diaz, 2012) and in both contexts the concept that the

i .i her'srole isto constantly ‘check’ learning is dearly held. This is partly a result
m Ik’ emphasis put on control by national teacher-training programmes and partly
ili.ingover from previous school teaching backgrounds. It takes considerable
diplomacy to help practitioners see that learners (in degrees of motivation,

ii n.icity, frankness and problem-solving skills) are not very different from ourselves
(> L.nikjuage learners and that ‘checking’ can often be more of an obstacle than an
.ml lo effective learning.

l.i"'k design

i' .i her co-ordinators also needed time to develop skills in the design of tasks

,iinl meometimes found the process challenging. Results were sometimes patchy

mi 1 (|ilired tactful, critical support until they were fully usable. There was also
hi I,nn degree of plagiarism, which had to be countered. An unfortunate

ii/ pioduct of the process of analysing sample tasks was that participants became

iinllr (apable of identifying strengths and weaknesses in materials (especially the

Idllri, in assessing the work of their peers) but not always capable of actually

Inodiicing serviceable tasks. Task design also demands a degree of imaginative

*j < Wvity, something for which it is difficult to provide training.



Challenges as identified by stakeholders

Critical thinking and evaluation skills developed through CPD enabled participants
to identify a wide range of challenges and in many cases to solve them. Some of
these problems were beyond our control (the location of SACs, space in centres,
restrictions to access in Afghanistan due to security concerns) while others were
technical (lack of power, power surges). Teacher co-ordinators were conscious of
the challenges their users faced, however. These included learner difficulties other
commentators have recognised (e.g. McMurry et al., 2009) in identifying which
resources to choose and using them effectively (emphasising the importance of
induction, SAC logs and learner training). Personnel in both countries described a
certain type of learner who seeks security in learning by selecting and completing
the same tasks repetitively and were also concerned about the low level of IT skills
of some users. As one Ethiopian teacher put it: ‘We are living in a country where
military officers do not know how to or do not want to use computers and pass the
work on to their secretaries’. Teachers did not feel confident about developing the
basic computer skills of users (and neither did their trainer to any great extent)
and while we agreed It was fundamentally a matter for the military themselves to
address, personnel did their best to support IT-challenged users.

Participants in both countries also reported that by far the most under-exploited
resource was commercially published readers. They attributed this to the fact that
Ve do notlive in a reading culture,”and (in Ethiopia) that reading fiction is not
traditionally seen as aform of learning. In the 2103 survey in Ethiopia, only two
per cent of users stated that they regularly use readers. This issue was not really
addressed through CPD in Ethiopia: centres in Afghanistan do not currently stock
more than a handful of readers but this is set to change and it will be interesting
to see if users’ reading behaviour can be modified.

Maintaining sustainability

Perhaps the most significant challenge in both countries Isthat of sustainability.
A 2012 IATEFL presentation by an Ethiopia Peacekeeping English Project team
(Hare et al., 2012) defined sustainability as implying that ‘local partners are able
to maintain/develop aflow of benefits, outputs and some, if not all, activities
associated with the project to an acceptable level after the withdrawal of the
British Council and without external support’.

‘Some, if not all’ is probably the operative phrase as regards self-access systems.
To what extent will hardware and software remain in situ and function effectively?
Are systems and procedures robust enough to survive withdrawal? Will trained
personnel continue to apply learning - indeed, will they continue to work with the
military and Ministries of Defence at all? In Ethiopia, management training for senior
administration included extensive discussion ofthe topic and, as regards equipmenl
and maintenance, the process of handover has already begun. In Afghanistan,

the future of all UK-funded interventions after major change anticipated for the
end of 2014 is not yet at all clear.



Lessons learned

When | left post in Ethiopia in 2012 some substantial gains had been made and a
process of reflection meant that a number of lessons learned could be applied to
the development of self-access in Afghanistan. These lessons are described below
,md might well be relevantto any implementation of educational innovations.

Innovation depends on people and not things
Ilhe CPD described in this chapter aimed to provide training and support at each
i.Kje of implementing self-access systems and procedures for people, and to
rsduce risks perceived as resulting in many contexts from afocus on supplying
Hungs, such as infrastructure and resources. Resources are essential but, to the
><lont that implementing self-access has been successful in the contexts described,
emaccess has beenjust as much as a result of the development of the skills, beliefs
.uni behaviour of a varied group of stakeholders and, in particular, in helping these
l.ikeholders to reach agreement on what needs to be done and how to do it
Ivi'ii following extensive CPD, some resources remained under exploited at some
h.r.es. Projects cannotjust provide things in the expectation that people will
.imply find away to use them.

Innovation needs to take people’s beliefs (about what makes effective
lo.iching and learning, for example) into account and provide opportunities
for them to reconsider and restructure their beliefs

No innovation can be successful unless stakeholders are helped to identify and

ill liculate their beliefs and, if appropriate, restructure them. Un-reconstituted
«.l.ikoholder perceptions ofteaching and learning probably had the greatest potential
iiiimpede effective self-access implementation. A range of simple awareness-
t.il-.ing activities were built into our CPD to enable participants to articulate their
liHiefs, challenge and revise them, and apply them in real-life problem-solving

mid discussion of challenges. Trainee discussion (and any sense of urgency it had,
i .il was the participants themselves who would be implementing systems and
piiii (‘(lures) was at least as important as any input provided by trainers. Even then,
llir primary focus on grammar, which remains at some bases in Ethiopia, shows
how resilient beliefs can be.

Innovation needs time

In holh countries, projects benefited from the fact that funding was available for
inlensive training overtime for a relatively small group of stakeholders. The original
- oin sc in Ethiopia would probably not have had full impact without an extensive
billow up at bases, with recycling and a second review course (with athird planned
lin ’014) all taking place overtime. In Afghanistan, logistical and security factors
itusiiil Ihat CPD had to be delivered in segments over weeks and months but

in m.iny ways this has proved to be more effective than the intensive courses

Inl llilopia as it has enabled trainees to go away, work on the design of items,
Implement them and return with fresh ideas to discuss their experiences.

Innovation needs ownership
Ilie ,inu of CPD was to involve participants as much as possible in the design
"l .yslems, procedures, lasks .ind other self access routines. lhis type of direct



involvement contributed to the success of implementation and provided
stakeholders with a sense of ownership. In cases where stakeholders were less
involved in design and where procedures were relatively top-down, change was
much slower or did not happen. In Ethiopia, for example, participants were
originally provided with a needs analysis document rather than being given the
opportunity to design their own (although they later revised the document) and it
took time and effort to ensure that it was being used. In Afghanistan, CPD included
design ofthe process, at first in small groups and then reaching a consensus on what
needed to be included. Although the design process took time, once the document
had been completed (see Appendix 1), it was quickly translated into Dari and Pashto,
the users’first languages, and processes were implemented.

Innovation needs the involvement and commitment of all stakeholders

If innovation is to be successful, it needs the awareness of all stakeholders, not
only those working directly with learners. The support of the military administration,
based on aworking knowledge of what teacher co-ordinators were trying to do,
was essential not only to ensure that processes could be put in place but also to
remind personnel what should be in place and to monitor change. CPD for military
appointed IT support not only raised awareness but also gave an important but easily
overlooked stakeholder group a sense that they too were valued. In Afghanistan,
programme managers, teachers, co-ordinators and military counterparts have
increasingly come to feel part of one team working for a single purpose.

Innovation needs to be joined up’

As Fullan (2007: 93) says, problems in educational initiatives often arise not because
innovation does not happen but because there are ‘too many disconnected, episodu,
piecemeal, superficially adorned projects’ and an ‘endless cycle of initiatives’.

The projects described here were relatively small scale, which had the advantage
of meaning it was easy to inter-relate different strands of the projects. Participan!',
were able to make connections between the CPD for self-access and other courses
they were involved in, such as testing and classroom methodology, and the impac |
of one CPD programme fed into that of others.

Innovation needs to be accompanied by support for critical-thinking skills

A conscious aim of CPD was to help participants critically evaluate systems and
challenges and find solutions. Attimes, the sequencing of the course seemed to
take on a natural progression of its own: once a consensus of agreement had been
reached on autonomy and choice, trainees were curious as to how this could be piil
into practice in practical terms and this brought us logically to systems and procedm
required for effective self-access. Throughout CPD, overtime, participants maimed
and developed as people, interacted more and more effectively, and grew in ranm
and depth of perception. Opportunities for stakeholders to develop in this way
would obviously benefit any innovation.



((inclusions

My lortunate coincidence, the key themes described in this chapter combine
in form a simple acronym -re cast-which encompasses:

m Uesources
m | valuation
m (hoice

m Autonomy
m y.terns

m 1 tilling

Vnki'holders needed the opportunity to recastthe way they thought about
ii imlung and learning, their roles with respect to self-access and the operations
uni procedures they employed. The increased effectiveness and efficiency
me.y.lems that resulted were recast versions ofthe original. This was partly
im In lhe resources that were provided, but this chapter has stressed that
m . ces inthemselves are not a solution. CPD encouraged participants to
(lot nine involved in the evaluation of problems, challenges and solutions in a
"Hi' perceptive (and interactive) way. Effectiveness increased also because of
h»lulitened awareness and understanding of learner choice and autonomy,
mil Ihe application of that awareness to implementing systems and procedures
'Im h all agreed. Finally, there was a general shift in thinking, which could
nl i lie achieved through training.

imill contexts there remains a great deal to be done. Some resources are not
inlly 11.i'<l, some teacher co-ordinator beliefs proved quite resilientto modification,
il dil learners are ready for autonomy and there is still a certain fragility to
i ialums in general (and, especially in Afghanistan, to long-term project success).
<muher context, perhaps the achievements described here might appear
i In quite modest although in Ethiopia and Afghanistan they have been quite
...... tilt and, given the foreignness of the whole idea of self-access, involved
n iiH al shift in stakeholder beliefs. One Ethiopian co-ordinator summarised
¢ |( hlevements in the following way:

ihr (I'"D)lopened my eyes and | looked into the SAC, which is like a sea full of fish,
HHI /immied how to give guidance and counselling to learners and how to use the

in ils maximum potential.

w* Kltiih| way from the house of ‘do’s’ and ‘don’ts’to ‘a sea full offish’.
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Appendix 1: English for Defence and Security:
Needs analysis questionnaire

(Desighed by CPD participants, Afghanistan)

Full name:

Age:

Gender: O Male O Female

Rank:

First Language:

Education:

1. Have you studied English before?
O Yes 0O No

If yes, when?

2. Do you have basic computer skills?
O Yes O No

Please comment if you would like to.

3. Why do you want to Hearn English?

0O Job 0O Scholarship 0O Personal enjoyment

0O Other (please specify)

4. Which areas of Engiish would you jike to develop?

0 Speaking 0O Reading 0O Writing 0O Listening
0O Grammar O Vocabulary O Pronunciation

m|

Other (please specify)




Do you think learning English is:
'l Very interesting O Fairly interesting O Not very interesting O Boring

I'lr.ise comment if you would like to:

it Doyou prefer to learn:
I I Individually 0O In pairs 0O Ingroups 0O As awhole class

I'>.ise comment if you would like to:

I Will you be able to practise your English outside the classroom?

Il Yes O No

If yes, wili you be able to:

i | listen to English on television or radio? O Make use of the learning centre?
I | Use the internet in English? O Study materials in English?

I | Use English as part of your work? O Practise speaking English?

it Do you have family members/friends who speak some English and can
help you learn?

11 Yes O No

li Isthere anything else that you would jike to add?

lit.ink you for completing this questionnaire. Your opinions are very valuable to us!



Name:
Rank:
Level:

Course dates:

Self-access user:____
Teacher/co-ordinator:
Plan completed

Self-access user:____

Teacher/co-ordinator:



Heading an article in Soldier magazine: help with effective reading.
| Go to the Self-Access Centre and choose any copy of Soldier magazine.
11ook at the cover ofthe magazine and choose atitle/headline that interests you.

| Open the magazine and find the article: do nottry to read the whole article yet.
Hues it look interesting? Write down the page of the article here:

Cage

I (Jose the magazine. Open the magazine again, and look through the pages of the
m.Hjazine quickly to find a picture that interests you.

W lie down the page of the article here:

l'age

(lose the magazine again. Open the magazine and look at the different headlines
vmi will find in the magazine. Choose one that looks interesting.

Write down the page of the article here:

l'age

1 Now you have chosen a) atitle from the front cover b) a picture and c) a headline.
Decide which article you want to read in more detalil.
| Hoad the article silently - take your time!

I When you have finished, look at the adjectives in the box below:

boring interesting informative factual dull amusing

Which adjectives describe the article you have read? You can choose as many
tillleclives as you want to. if you want to add any adjectives to the list, please do.

'i (hoose three words, phrases or expressions which interest you or which you
niilll like to know more about. Use a dictionary to help you find out what these
winds mean.



10. Write a short summary of the article you have read in three sentences
(no more and no less).

11. Would you recommend this article to someone else?

0O Yes 0O No
If possible, share your ideas with afriend, or with your teacher.

We hope you enjoy working in our SAC! If so, please tell your colleagues.
If not, please tell us!
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Introduction

Ihr. chapter examines the use oftechnology to provide greater access to continuing
lholessional development (CPD) training materials through the internet. It draws on
ilMexperiences of Russell Stannard, the founder of www.teachertrainingvideos.com
iliiiiceforth TTV.com), a website currently used all over the world for training teachers
i.1use technology in their teaching. The success of TTV.com led to a second project,
lik h took a similar approach but with very different goals. Forthe second project,
I'uv.ell Stannard and Savraj Matharu produced www.multimediatrainingvideos.com
iliiiceforth MMTV.com) to support students and multimedia professionals in their
'luvdopment. This second project was jointly funded by the UK's Higher Education
al .iilemy (HEA) and the University of Westminster. Several key issues emerge
in mu both these projects:

| The impact of using screen capture and video materials as a central part of
any online CPD content and the overwhelmingly positive responses to its use.

) The interesting way that the content is actually being used, both as a direct
source for CPD via the training material and also as back up and support
material for face-to-face CPD courses run by organisations and individuals.

i The importance of flexibility and ease of access to CPD for maximum impact.
The CPD content in one of the examples we will outline, TTV.com, has been
accessed by over one million users in the last four years and is currently
receiving around 350,000 visitors a year.

A The possible marketing impact of making the CDP content free and open.
I ,ich project looked to achieve different marketing goals but both projects
look a similar approach to the challenge.

Hi. .mu of this chapter is, then, to provide readers with a greater understanding

» Il m- impact of using screen capture for the purposes of CPD, particularly how
*j',tlilo and flexible such CPD content is and why participants feel it is so useful,

i will.ilso highlight llie importance of social networking and receiving continual
li.ill>xk lioni users ol the content, which, in turn, improves Ihe learning experience
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projects look ,iikl then consideiable impai | on in.nkeliiu| the onianisations mi<I
people that the courses were assoi ialed witlt Ihe mloi malion on wliK h Ihe <h.tpim
is based is drawn from the experience of both wiiters and Imm a range ol sin vcys,
questionnaires and focus groups that the writers have conducted in the Lisl live yt'.ii »

Part 1: Overcoming barriers to CPD - Russell Stannard

Participation in CPD programmes varies widely from organisation to organisation
CPD, though recognised as important, is still not always clearly defined and the
policies and procedures of organisations often reflect that fact. This lack of definition
is a barrier to its wider acceptance and implementation (Friedman and Phillips,
2001). So, although the term CPD has emerged as the standard term in most UK
settings, awide range of other terms for professional development, each with a
slightly different focus, do still exist (Robinson et at., 2011). Moreover, employees
are not even always clear what actually counts as CPD, as Friedman and Phillips
(2001: 5) point out in their research into barriers to CPD: ‘Opinion was divided as
to the kinds of activity that should count as CPD, which again points to ambiguity
over its fundamental purpose’.

Another challenge for CPD is the way it is perceived. Teachers often see CPD

as atop-down process normally run by school management. Indeed, recent
surveys would tend to back this position with head teachers generally dominatin<|
the decision-making process within schools (Friedman and Phillips, ibid). In this
way, the benefits are often viewed in terms of management goals rather than for
the individuals concerned. There is a growing awareness that it is imperative to
tailor CPD to the needs of employees and make it much more about the personal
development of individuals within an organisation and notjust for the benefit

of the organisation itself (Dent et al., 2008).

Afurther challenge relates to quality. To conduct CPD many organisations bring in
outside speakers and trainers who have very little idea of the needs of acompany and
their employers, or school and its teachers. There is often a real lack of planning in
terms of the sort of CPD that an organisation needs and the best people to provide
it. Indeed, a recent blog post in The Guardian was particularly critical in this
respect.

A fair amount of teacher professional development (also known variously as
teacher training, inset, CPD or professional learning) is really bad. | don'tjust
mean that it's poor value for money or insufficiently effective - it’s much worse
than that. A large swathe of training has no effect whatsoever on pupil outcomes.
(The Guardian, 2012)

Whether of course the problem is the trainers themselves or rather the information
provided to the trainers in preparation for their courses is another matter. Since
some organisations do very little to highlight where training is required and what
skills their workforce lack or need, it is hardly surprising that outside trainers are
not able to respond to genuine needs.
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....... r, no 1=k k up, nu pi,iniii‘il mvellell "1 ov.ilu.ition ol impact. lhe problem of
"ilii.illon IS ( 1@ li Oin Iho nnployn", perspective and a lack of demonstrable
«>-ii | means that some organisations perceive CPD as an additional expense
*HIlvn y liiilo return. Ihere is a growing awareness of the need to deal with this
®H uni, indeed, in some of the recent CPD work | have done, the sponsoring
"i -miii'..ilions have established ways of evaluating the impact of the training For
Miiplr, in a recent programme | undertook in Northern Ireland, teachers were
i -iim'd to put an ‘action plan’ into place and report on three changes they were
Humling to make after the training. They then had to write up an evaluation of the
Mip.ii | of the changes, derived from questionnaires with students, interviews and
11 e-mvalions from peers. However, in my experience, this kind of follow-up action
i Miming is still fairly unusual.

iim li CI'D is also organised through one-off events that take place once or twice a
i and this often creates logistical problems. Large organisations have employees
1 aii'd all over a particular country (or even all over the world) and so organising
m h events can be quite complex. Low participation in CPD events may be nothing
i" ilo with the quality or content of the training but simply a matter of timing or
mlici logistical reasons.

Il search into barriers to CPD will often cite some of the reasons mentioned

illlove. However, from the employer’s perspective it often boils down to two factors
iin Nare integrally related: money and resources. Firstly, CPD can be very costly

i |He(.jally if, as previously mentioned, employers have to bring in employees from

linul distances, hire venues and accommodation, organise food and bring in
Jmakers and trainers (Weston, ibid). Smaller organisations might be able to avoid

many of these costs but that still leaves the second factor-human resources If

i I'l)is done in school time then there isthe problem offinding teaching cover For

m-ample, | recently worked with a group of teachers from Kazakhstan who had visited

ihe UK for a week of training in ELT and information communication technology (ICT)
i lhe Norwich Institute of Language Education. Not only was there the substantial

i ost of bringing 25 teachers to the UK, but all the teachers needed cover for their

iiwii classes while they were away. CPD can be a very costly experience

Ihe potential of screen capture in CPD

As a possible solution to some of these barriers to CPD, in June 2006 | began to
develop a website called www.teachertrainingvideos.com. At the time | was writing
aregular column in the English Teaching Professional called ‘Webwatcher’ (which is
il running after 13 years). Webwatcher is about using technology in ELT and often
leachers would write to me to say they liked the ideas butdidn’t know how to do a
llodcast or a blog or a wiki. They complained about the lack of training and support
lor their own development, especially in the area of ICT. Instead of replying with
long texts about how you press this button and use that drop-down menu | decided
lo screen capture myselfworking with the technologies the teachers wanted to learn
and send the videos to the teachers (the terms ‘screen capture’ and ‘screen casting’
are often used to referto the same process).
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IFe< (I olfw.ntil Llie>w ymi in kKm mil [ nmm Immil yum 1 omimict .1} il yon lutil
,Jjvideo camera pointing.11il |wmy Ilhikj you do on lIlie si khui is simply in onini
as a video, with all the cursor movements, wi lling, closing and opening (]l window *
all captured. Whatever is on the screen 01 done on lhe screen simply comes mil in
avideo. Ifyou have a microphone connected then the software also records ymii
voice. It is commonly used in computer training but its uses can go far beyond Hit*
and indeed the education industry is beginning to take a real interest in its possibility
(Loch, 2012). Once the video is created it can be shared on the internet, added h>
a website or to a blog or Moodle site. Users can simply click on the link and w.ili li
and listen to the video. They can stop, pause or rewind the video. This makes il
ideal for training. If, for example, the user is watching a video about how to make

a podcast, they can watch it, pause it and then open up the podcasting tool and
try and do the same thing themselves. As one user said: ‘It is like having you siltimi
next to me showing me what to do’.

My interest in the use of screen capture software had really started because of the
work of Richard Mayer (Mayer, 2001). Mayer looked at making the maximum use u|
visual and auditory channels to provide learning content and particularly at how
overuse of one of the channels can lead to cognitive overload. He found that
retention can be maximised with balanced use of both channels, particularly il the
information was complementary (for example, like the commentary that suppoi Is
adocumentary on television or the commentary that a user can include along with
screen capture video). There was also a practical reason for my choice of using
screen capture tools. It is often a lot quicker to simply record the screen of your
computer as you describe using a particular technology than to write out the
instructions verbose. It seems afar more ‘natural’ and effective way of providing
training.

Teachers’ reactions to the videos | sent them when they requested my help

were very enthusiastic. They immediately began to flag the advantages of being
able to play and replay the videos and also the fact that they could see and hear
what | was showing them. What immediately became clear were the huge
advantages that screen capture offered as a form of training. Since | was getting
so much positive feedback, | decided to create a website and make the videos
accessible to awider audience. | paid for a server and bought the domain name
www.teachertrainingvideos.com. linitially loaded about ten sets of training videos
dealing with blogs, iTunes, wikis and so on.

The speed with which use of the website spread through the ELT community and
beyond was quite surprising and the reaction from the educational community
even more so. The videos became instantly popular and in 2008 | was awarded

the Times Higher Outstanding Initiative in ICT award and two years later the site
received the British Council ELTons technology award. The approach was to make
the videos as complete as possible. Each video set is really complete training in
how to use a certain tool or technology. The videos take users through the absolute
basics such as signing up to an account or downloading the software. Since the
videos are organised into a menu system, which clearly labels the different topics,
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Inmi U(.ce Inliiii' I, lii'luw) Thilallowl Iwm ifiillc .i wnliei.In|@ill users to make
.| Hum onlriil. 2n)in |li 2k « (mn|)h.isls Is .ilw.iy. on lii'l|>iik| those teachers who
un i in liiw>hol)i( > In“.il. ml .it>zit Ui hnoloqy. Itie videos arc organised into

.L. n>nr. ’in, tin example, Iheie are < series ol videos under the section 'Video,
tinhii,iikl YouTube,' which deal with tools that can help teachers to create audio
i ,iMial i ontent. Another section deals with blogs, wikis and virtual classrooms,
HUM anlalso lists of the most ‘popular’ videos, the ‘latest’ videos and a section
immended’ videos.

i intiie | Sample screen shot from TTV.com illustrating user choices

online courses and online IT courses.

M.iking the content free

Ilook the view that TTV.com should be free to the user. This meant there would be
mi need to create paid walls to control access to the site. It would also mean that
utmost any teacher, anywhere in the world could make use ofthe content. This makes
Ilii* organisation ofthe content simpler since the content is not divided between
1ild and free sections. It also allowed a huge range of users to access and make
ir.r ofthe content. I have received extraordinary emails from people all over the
wenld thanking me for the development of the site and for keeping it free. Perhaps
my lavourite one is this:

Dear Mr Stannard,
lam writing to express my gratitude and admiration.

| have been teaching English as a second language in Uruguay for almost 13years
now. Lastyear | had to spend some time without working due to a health problem
,ind that was when | discovered your website. | took all the tutorials since then!

Curiosity is my element and | am always trying to learn more and more to
engage my students into English. Your site has been invaluable for me and
I cannot express how much | learnt from you.

One of the first things that emerged as | added more videos to TTV.com was the
importance of social networking. | began to use a range of social networking tool’,
to promote and inform users about the site. | used Twitter, Facebook and, to e.otiu-
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continual feedback on Ihe content

How the site is being used

Since the launch of the site, | have run four user surveys using the tool Survey Moiih \
I have also conducted a series of interviews and focus groups. Each survey ha'. I......
completed by 100 participants (the maximum Survey Monkey will allow for lien)
The surveys have focused on four key areas:

m How/why do you use the videos?
m What do you find most useful about them?
m How has the site impacted on your CPD/the CPD of the people you train?

m How could the site be improved?

The results from these four surveys have been very consistent, especially
interms of the reason the content is so popular. However, there have been
some interesting changes in the last two surveys, which relate to the groups
of people that are using the site.

Why and how the videos are being used: teachers’ views

Sixty-three per cent of the users are teachers or lecturers. About 70 per cent ol
users are teaching languages, though the number is declining as more and moic
teachers of other subjects make use ofthe content. Most teachers are using the
site for three reasons. One is to keep up with advances in technology (I try to
introduce one or two new sets of videos each month and update older videos).

A second reason is simply to refresh their knowledge when they haven't used a
particular tool for a long time and the third reason isto learn about a particular
tool they already know about or have heard about but don’t know how to use.
The teachers are generally self-motivated and learn the tools without any top-down
pressure to do so. However, inthe most recent survey, teachers have pointed out
that they sometimes ‘have to’ learn the tools and have made use of the learning
content on TTV.com to fulfil CPD requirements. This may be a reflection of the
recent shift in interest in the use of ICT, with many educational institutions now
stipulating the wider use of ICT in teaching and learning as an objective.

When it comes to how the videos are being used, nearly all the teachers are doing
the same thing. They watch a part of the video, then open up the relevant technology
and see if they can replicate what they have seen. It is this very practical hands-on
approach that is one of the overwhelmingly popular features ofthe videos. Here is
atypical explanation of how the videos are being used:

When | set up my WordPress blog lastyear, yeah, | went back and forth between
the video and the blog as | was creating it. It was very helpful to me, especially to
understand the difference between a page and apost. Yes, | generally do both
things at the same time.
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i, h.ivt! Tluetime; to keep going ovoi something repeatedly.) A teacher's
HuiM1 lllustrates the v.iluc of repeated viewing:
ihr. t\ thr best site | have found to get information about useful tools for teachers.
imin w.ih h the tutorials as many times as | need, practise on my own and then | can
i<il in class once | have mastered it!

i |mini this trainer made about learning ‘on my own’ and repeating the tutorials

= ni,my times as needed is afrequent comment. Indeed, the fact that some people
it i/1»' mlightly embarrassed about their ICT knowledge might be a key reason for
liu ‘micss of the training videos, as the following comment suggests:

Nuihlish educational materials for people who teach teens and adults. My audience
i<y reluctant to be seen as not knowing how to use technology. | recommend
Hww. leachertrainingvideos.com regularly in my newsletter because the materials
ir not only good, but they can be used by individuals privately. They don't have

ull'xpose their ignorance before their peers.

lin,illy, (he fact the videos also start from the very basics and cover things like
i., Mg accounts and downloading the software is also highlighted quite frequently
ni liu- surveys, as this user explains:

I ,//so love howyou are able to do the videos and make it for ‘dummies’
tike me to take partin it.

Why and how the videos are being used: trainers’ views

iini; lact that has been emerging from the last two surveys is the number of trainers
ili.il .ire now using the site. These are people engaged in providing teacher training
Jii | CPD sessions themselves: 24 per cent of those surveyed said they were either
involved in delivering CPD as part of theirjob or were actually teacher trainers.

Ilin teacher trainers are using the videos in similar ways to the teachers but with the
|lecific aim of cascading the knowledge to their trainees. In addition, they also use
them to back up the face-to-face training they organise so that trainees can access
IImvideos after their sessions. This way of using the site has emerged in the last three
years. Previously, very few of the users were involved in CPD activities themselves.

Indeed, the videos are actually helping some teachers to become teacher trainers.
Ilere we have an example of ateacher with very low initial levels of ICT knowledge,
who has turned teacher trainer due, in part, to the impact of the videos:

It has helped me feel more comfortable trying new sites and technology. Three
years ago | needed help from students to hook up the LCD projector (pitiful, yes,
| agree). One summer | took two grad classes on web2.0 and then continued
learning with sites like yours and others. The librarian now considers me one of
the most knowledgeable teachers as far as technology and how to best use it
with students and in instruction and to develop a PLN. Three years ago | would
have laughed at the thought of being a leader at my school with things related to
tech-related web sites, but now it is a reality. I've led two tech-related workshops
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for teacher trainers and (his model could ho uselul loi organisations lli.il <iro
providing CPD on a large sc,ilo. | or example, in insliliilions where teacher training
might take place in arange of locations nationally or internationally, a central
hub of training material and videos could help to standardise training and also
provide knowledge and information to those trainers, who would then cascade
the training to their trainees. Screen capture tools allow for awhole array of
different types of training material to be produced. Since the screen of your
computer is recorded, it is possible to record yourself as you talk through a
PowerPoint presentation, record yourself as you talk over a PDF or Word file

or as you go through awebsite or piece of software. It is also possible to insert
other video within the screen capture so you are not limited to only adding
screen-captured material. It is also easy to add quizzes, subtitles, separate audio
and hotspots. What is perhaps even more interesting is the low cost of such
products. Even high-quality screen capture tools cost less than $200.

What users like the most

Recent survey respondents were provided with a list of possible reasons they
might like the site, based on previous surveys. They were also encouraged to

add additional reasons themselves. The overwhelming reason 84 per cent of
respondents liked the videos is because they are both ‘visual and oral’. Participant’,
can watch the screen and listen to the commentary and play and re-play the
content as much as they want. This links in with my own observations about screen
capture and the way in which it provides a dual-coded medium for learning, tightly
linked to the types of learning content that Richard Mayer (2001) outlined.

Apart from the importance of the ‘visual and oral’ benefits of using screen capture
videos, there are ten other reasons for liking the site mentioned by 50 per cent or
more of those surveyed.

Table 1: Reasons for liking TTV.com videos

1  Thevideos are comprehensive.
They are frequently updated and allow the followers to keep up.
There is a newsletter.
It is easy to dip into the videos as they are organised into sub-menus.
The videos suggest ways to use the technologies as well as showing how to use them
The videos can be paused, stopped and repeated as often as the user likes.
Complete flexibility. The videos can be used at any time, including at home.

8 The videos are free.

9 The videos are easy to access. There is no sign in or registration.

10 There is a large choice of videos. They cover a range of technologies.
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i 9I<t*)i(ml Wil il <le.ii lioni my miivoy. is 1lit ,i cjrowiiuj number of
Ili nii*..itlons <ne using il lo (omplomonl Ihen other CPD activities or as a source
i mini malion loi their own trainers. Organisations and individuals use the videos
i i jii<ii own development and also recommend the videos to their trainees and
i,ill In oilier words, it is quite common for trainers to recommend the videos as
m| up <ller they have provided face-to-face training - which is something | do
ill 1iinees are thus able to continue and extend their learning after the
...... lo face event. This process helps to counter complaints in the literature
| Hie lack ofjoined-up thinking regarding CPD (Weston, 2013), that is, training
provided but there is no further contact with the trainer and a lack of evaluation
iill." impact of the training. The training videos on TTV.com offer a way to
lIl*x41and complement face-to-face training, as this comment from a survey
ii .pondent illustrates:

1,ifii currently only teaching, but previously had responsibility for organising and
imining technology-related professional development for teachers (over 100) in
liiy college. | often promoted TTVs generally and also specific videos through the
(inline community | had set up. | also referred teachers to specific videos when
they requested help with something. | also use it for my own PD.

wli.tl has emerged from both the surveys and the focus group sessions is that the
Impact of TTV.com is beginning to fall into two categories. The first is impact on the
n.liners and organisations who use the site to support and complement their own

i i'1>courses and also as a way of keeping themselves informed of new developments
in ICI; and the second is impact on individuals who use the site for their own
ili'velopment. This is explicated in Table 2, below.

l.ible 2: Impact of TTV.com on trainers/organisations and individuals

Impact on organisations/trainers

l'iovide information about emerging technologies

i)l ler reference material to their staff

llolp their own teacher/CPD trainers to develop

Provide a model for a way they could develop their own CPD strategy
Impact on individuals

Ilolp them to develop at their own pace and privately

Inform them of emerging technologies

Ilolp them to get recognition and promotion

Provide revision material for exams/professional qualifications

Provide teaching ideas for the class



The comments below epitomise this impact.

Example one: individual

It'sjust so helpful to have someone take me through step by step - with images,
sound and the capability to 'rewind' as many times as | need to hear the info.
Since | turn around and teach some of this to my own students, | have to sound
like I know what I'm talking about... and | have to be able to convince some of my
tech-fearful students that learning about these tools is something they can do.

Example two: trainer

I have recently completed the Certified Online Facilitator course through the
LPI and I'm not sure | would have had the confidence to do thatif | hadn't first
become more familiar with technology through your work. Thankyou.

Example three: trainer

First ofall it is a gold mine for CPD. Second, | can learn about new ways to teach
better, create material for my students, and then learn how to use the tools.
Third, | can make better-informed decisions about using/purchasing specific tools.
It makes my life easier all around! And it makes a better teacher/trainer of me,
which reflects on my success as well as the achievement of my students.

A huge thank you to you!

Other organisations with which | have been involved have taken a similar approai h
to CPD. At the University of Warwick, | have developed a series of training videos
around Moodle, Powerpoint, Sitebuilder and other tools that staff needed to
become familiar with. We used these videos as a complement to the direct CPD
training organised in-house. This has resulted in a more blended approach to CPI)
where the videos are not taking on the primary training role but, rather, supportinu
more traditional CPD activities.

Improving TTV.com

Teacher training videos has developed overtime in response to the regular
surveys and user interviews. It now has a monthly newsletter with 17,200
subscribers (as of February 2014). The newsletter informs the subscribers aboul
the latest videos that have been added to the site as well as any updates or
changes to older videos. At a later stage a Twitter feed was added and then,
more recently, a Facebook fan page where users can engage more, ask questioir,
and send feedback. Recently, with more and more users having iPads that are
not able to access the flash-based training videos, we have added the content
onto YouTube, so that iPad users can access the content. The layout of the site
has also been improved with the videos being organised into pages with general
topics that make finding the content easier. There is a lot more that can be done,
however these changes need to be contextualised within the philosophy of the
site and the reason why it is so successful.



Hip very nature oftechnology means that an almost endless number of elements
ud additions can be added to any device or software. In the past we bought
i lie. that often did just one thing; for example, a camera simply took photos,
hhoover vacuumed your floor and a radio transmitted radio signals. Nowadays we
liivo devices that can all do a multitude of tasks. My camera can record audio, take
ii. and even edit pictures as well as take them. As for my telephone, well 1 don't
K mn understand all of its functionality! Technologies tend to become more complex
iln'y establish themselves in the market. In the educational domain software
in has Moodle and Blackboard offer growing numbers oftools and plug-ins, as
Inn', WordPress. The problem is that, as products grow in complexity, they become
iiimi' diluted, less defined and, of course, harder to navigate. As the message
........... more diluted the essence of whatthe product is for gets lost.

Ilimi' is growing awareness of this issue. Indeed, the Apple devices (though not

" mm . irily the software they run) are very simple in design and functionality.

Hi. ir are a growing number of organisations that highlight the simplicity of their

'illware and actually make this a marketing point. 2Simpte would be a perfect

trample of avery successful software company that prides itself on keeping the

"llware simple and easy to navigate. | have always been aware of this issue of

Ininji'oning complexity and the feedback | get would suggest that the users feel

Him \ame. At one point | began to add extra elements to TTV.com, including

mil iviews, podcasts and live lectures that | had given. However, | realised that,

" 'iall, these additional elements were impacting negatively on the site. It meant

[ additional sections and these sections were not part ofthe core message

nl llii* site, i.e. providing teacher training videos. These additional elements made

Him navigation more complex and diluted the message of what the site was trying

i" a hieve. So, though it is quite typical of users of TTV.com to suggest a whole

i iay of additions that they would like to see, these must be considered within the
nail philosophy of what the site is attempting to achieve. Not all user feedback
ii".i'ful and some of it can be very misguided.

ihr. does not mean to say that we need to discard all suggestions made by the
Til', What we perhaps need to do is consider whether the suggestions contribute
i" Ilii* core activity of the site or whether they end up diluting the message. To give

« |iig:ific example, adding podcasts or a blog dilutes the message. It brings new
tinii lalil ies to the site and means there is more than just training videos for
imiMimption. In contrast, adding clearly labelled sub-sections, providing a search
mnline, creating a section of quick videos or making lists of the most popular

idi ir, doesn’'t change the essence of what the site is about; it simply improves

i 1 <"sto the existing content and builds on the core objective.



The number one request | have received is for a search engine. The amount ol
content on the site has grown considerably over the years and it is getting hareni
and harder to find content easily. A second request is for the amount of text and
links to be reduced. We currently have navigation in both the centre section and
also on the left-hand column, and this is clearly confusing the users who say the
navigation should be more consistent (see Figure 2, below). Building consistent
sites, where the pages function in a similar way, is a key design issue as it makes
learning to use the site and navigating it much easier (Nielsen, 2000).

Figure 2: Issues with navigation in TTV.com

CONNECT WITH TTV

British Council ELTons 2010
Content is accessible in both the . -
. Users also complain that the site is
right-hand column and the centre
. too text heavy and needs greater
column and this needs to be more )
. use of icons.
consistent
tutorialsw W you howto use maitvu. Greattor digital stor.tellng. MallVu lets you create quiet; webcam messages ar
clicks. | use Uii|SDol at lotto getmy students speaking in English 3nfl sending messages
Today's Meet onlii*waining-Tool for groupwork and Sharing Ideas
B3CkChannel tosi s so simple to use:ano o'fsis great opportunities tor collaboration You simple click a buttonto create aroom. Then all Il
SMARTBOARD
Howtousea that room Ashort online course created using Camtasia Studiothatwill getyou using tlio to
seconds.
Today's Meet-Back channel tool
languages
- SMARTBOARD Tips and Tricks Find Free Teaching Resources And Tips 1helanguagepoint.com
ord Clouds and Word Tools Download Free Software
WordsW-GreatWord Cloud Tool
and More Online training course for Vocaroo
Really simple podcasting tool. You can make recordings atthe click of a button and share the recordings at H
= Wordie-Greai Vocab Site simplesttools on the internetto use.

Other suggestions revolve around making the website more attractive visually.
Icons of the products that are covered by the videos could be added to the
website, as could short descriptions of what the training videos cover. Some

of these changes | have begun to implement. | am also looking into developing
clearer, larger and better-organised labels for the different sections. None of
these changes affect the core activities of the site. The site is very much a work
in progress, but it is interesting to see that even afew small changes that we have
recently made to the organisation of the content has improved the numbers of
visitors returning. It highlights the importance of making the content clear and
easy to use and find.

TTV.com is far from complete and | am aware ofjust how much further we could
take the website in terms of CPD. It would be easy to add quizzes and mini-tests to
check understanding. We could also include additional downloadable PDF files will i
extra support and information. Some users have even suggested having a series of
interviews where Italk about the different technologies and the way | have used
them. Other comments include the introduction of podcasts, a blog and even fully
blown courses with certification. These are all options that are open to anyone
thinking of attempting something similar to TTV.com. However, since the model ol
TTV.com is to offer its services for free, and since all these options would require
time and money, at present there are no plans to implement these additions.



Applying TTV.com to an institutional scenario

i 'l oin has generated a great deal of interest as an example of an Open Educational
1 iiinee (OER). OERsare becoming increasingly common. The Open University in the
h ullors free learning content through Open Learn (www.open.edu/openlearn/)
Toi". the Massachusetts Institute of Technology (MIT) in the USA with its Open
i .hi iware (http://ocw.mit.edu/index.htm). A notable feature of these initiatives
..mi .in organisational standpoint is that indirectly they have become marketing
i . for the institutions involved. So, for example, the free content released on the
i.-1 learn platform has actually generated interest in some of the paid courses
in Open University offers. The next section in this chapter describes a similar
®|h iience at the University of Westminster in the UK.

Mart 2: From TTV.com to MMTV.com
Kussell Stannard and Savraj Matharu

Winil' working as the course leader on the MSc in Multimedia at the University of

i Iminster a colleague, Savraj Matharu and | had produced screencast training videos for
.......... As afollow-up to these training videos we decided to create a similar site to
1Vi om, which we called www.multimediatrainingvideos.com (henceforth MMTV.com).

'hi'ii developing the new site we took a very similar approach to TTV.com, releasing
ii i ncasttraining videos that we had created for the course and allowing anyone
. i cess them. We had two very clear objectives for MMTV.com.

I In flip' our classes
ic.ilised that too much time was being taken up with training students to use the
'ii Ivare they needed for the course. This was taking up valuable lecture time. We
i uled to create more training videos to deal with these issues, release them and
i"i luce actual lecture time, which would, in turn, increase the number of hours for
hands on tutorials. This was a very early attempt at the flipped classroom model
elilucause, 2012) that we hear so much about today. In essence, the students were
min|.i<jed in their own continuing professional developmentthrough MMTV.com as
i ha .isfortheircoursework.

' Topromote the course

Wi' decided to release the videos for free on the MMTV site and allow students
am | professionals all over the world to use the content. We hoped that, in doing so,
we could generate interest in the MSc Multimedia course at the University of
Ws".I minster. If the users of the site liked the content then perhaps they would
I»-iiilcrested in undertaking the MSc that we both worked on.

Ihough MMTV.com is not directed solely at the ELT community (as TTV.com was),
il r. nevertheless worth considering the lessons we learned from this second
piojocl and how we were able to build on the work of TTV.com. Many of these
li'v.ons will be very useful to anyone considering using technology as a way of
*Hpporting CPD activities within their organisations.


http://www.open.edu/openlearn/
http://ocw.mit.edu/index.htm
http://www.multimediatrainingvideos.com

First of all, there is benefit with respect to the increasingly popular ‘Flipped
Classroom’ model (Gibbs, 2013). We produced a huge collection of training videol
and in doing so were able to reduce lecture time tojust one hour a week. Tutorial
time was then doubled, giving the students far more time to practise with the
technology and to learn hands-on through a series of mini-tasks. Back in 2007/01,
this was still a fairly new approach but it was enthusiastically received by the
students and created quite a ‘buzz’ on the multimedia courses we worked on.

We were able to learn from the TTV.com project and in many ways MMTV.com was
better planned and organised. TTV.com has only recently released its content onto
YouTube but with MMTV.com we engaged with social media right from the start. In
fact, we co-ordinated a whole range of activities with the primary goal of making
the website more popular and providing the MSc in Multimedia course with as mm |
exposure as possible. The screen-casting tool we used allowed us to produce multiple
video formats from the same original video and so we released the content onto both
YouTube and Vimeo. Vimeo is popular with multimedia professionals and helped if.
to build awareness of MMTV.com within the multimedia industry, as well as amont]|
students studying on a variety of other courses.

We also took a slightly different approach to Twitter. We actually targeted multimedia
professionals who were on Twitter and ‘followed’them, in the hope they would
follow us back. In doing so we were able to widen the appeal ofthe website and
build avery strong base within the multimedia industry. Through Twitter we were
able to announce new training videos quickly and efficiently. This method drew
forward momentum to the project, where organisations and individuals started
sharing our content, thus making our learning materials more widely accessible
and open. We also introduced a Facebook page, which was less effective as at the
time it was still a relatively untapped way of communicating outside the studenl
domain. Today, in comparison, there are hundreds of multimedia groups that we
could have tapped into.

One key addition to what had been done on TTV.com was to concentrate from the
start on getting a high search engine ranking for the MMTV.com website. We use<l
the Keyword Tool provided by Google to look for the most common and frequently
used key words based around the learning material we were releasing for free.
Each set of videos sits inside a webpage and we were able to carefully choose out
metatags and descriptions so that Google was able to find the site easily and rank
it. We found out a lot about search engine optimisation, including making use ol
XML maps. This was incredibly successful and even today, despite MMTV.com no
longer being updated, the search term ‘multimedia training’ still returns the websili
in the top two or three ranking sites.



hiking MMTV.com to another level

i" '009, MMTV was awarded £20,000 worth of funding from the HEA/JISC Open
i «1ik ntional Resources project. This wasjointly matched by equal funding from
«in University of Westminster. This additional funding allowed us to take the project
mi lo .mother level. We updated the look and feel of the site to closely mirror that
| Hie University of Westminster website, and we improved the video players too
m; llint the videos also had the right branding. We also widened our work on search
iMiulnes and on targeting users and professionals from demographics where we
Hiil not have a large following. It is possible to search for multimedia-based
IMiilessionals in certain locations through Twitter and then follow these people.
We .«Iso drilled down into the search engines looking at the search terms and
mi iiptions that allowed our content to be found. We introduced a blog and added
in,my more videos covering a much broader range of multimedia topics. At one
eolil MMTV.com was getting around 50,000 visitors a month and the videos were
i iikj accessed in large numbers by students and multimedia professionals. We
ilmi surveyed students within the University of Westminster who were using the
nile .md again the overwhelming message to come through was the effectiveness
uf ‘.creen capture as a delivery method for CPD and training.

*i Mien capture/casting

While there is an abundance oftechnology that could be used for effective

sMIvery of CPD, we focused on using screen capture/casting, as had TTV.com.

v. indicated previously, the use of screen capture is closely linked to the work of
liu hard Mayer (2001) who looked at different ways to reduce cognitive load by

« . Mitially making use of both the oral and visual channels and by not overloading
Hie visual channel. At the time of his research, there was atendency on the internet
i."i reate content that was predominately visual through the use of text and pictures.
less use was being made of audio and even less of video (though this may have
been due to the limitations of internet speeds at the time). Mayer’'s work is notjust
iibout reducing the visual overload but also about how the information processed
mboth channels can complement each other. So the connections between the

lid lorial and verbal information are paramount and help to improve what is retained.
I hr. is the ‘active processing assumption’ (Clark and Mayer, 2011). Screen capture
>y il', very nature affords this option since the user can record his/her verbal

..... iments at the same time as capturing the screen as a video. The two forms of
mlormation are complementary. Anyone thinking of taking a similar approach to
UM) should take time to become familiar with Mayer's work and others that have
h",iod and developed it (e.g. Austin, 2009).



At the time of developing the content for MMTV.com, there were fewer
software options than are currently available and we used Techsmith Camtasia
(www.techsmith.com/camtasia.html), which has the following features that we
found useful:

Recording
m Option to record different sizes and directly in AVI if required.

m The cursor can be highlighted on the screen, making it easier for users to
follow the trainer.

Editing
m The option of adding quizzes and concept checking questions with
immediate feedback.

m The option to integrate real video into the timeline along with screen capture.

m The ability to add hotspots and clickable elements on the screen
(for example, to take the user off to a different website).

m The ability to add titles and subtitles.

m The option to record the audio separately after making the videos.

Production

m The option to produce a variety of different outputs from original screen
capture recording so formats could be produced for DVD, for the web
and for YouTube.

m The ability to bring all the videos into a menu system using a feature called
Camtasia Theatre that allows each video to be individually referenced. In this
way users can dip into the video they want and are not forced to watch the
whole video.

m A wide range of simple to use compression options that allows users to balance
the quality of the videos and the size of the files.

When MMTV.com began in 2007 the training videos were directly related to the Mx<
in Multimedia course and covered a very broad number of the course modules
including Photoshop, Flash, HTML and Director. With the added impact ofthe funding
the website grew rapidly in popularity and for short periods of time was receiving
more than 50,000 visitors a month. Clearly, not all of these visitors were interested ni
taking our MSc in Multimedia but were accessing the videos for their own profession.il
development purposes. Nevertheless, the site had a direct impact on the numboi
of students interested in doing the paid course. In a period when all other courses
within the Computer Science Department were losing students, numbers on the
MSc in Multimedia increased from 12 in 2007 to 27 in 2010, with 50 per cent of the
students international and about 50 per cent UK/EU based (Stannard, 2010).

In 2010 the students were surveyed to ascertain what type of influence MMIV.com
had had on their decision to study on the MSc in Multimedia. In the results 15 oul
of 27 students said that MMTV.com had been the main/or one of the reasons why
they had chosen the course atthe University of Westminsloi. Ihe income genei .ited


http://www.techsmith.com/camtasia.html

liy Hie additional numbers exceeded the total cost of the funded project. More
di i>"tingly, all 27 students said that the training videos had helped them to
ii i stand what the course was about. Having the content free on the internet

wi:actually an effective source for understanding the course better and providing
imlimts with additional information about the MSc programme, enabling them to
" ile woll-informed decisions about whether they wished to take it or not, while
pi,ivi<ling a CPD opportunity for those who were interested in the content but did
ml wish to pursue aformal course.

| Oliclusion

h i hapter was written to provide readers with a possible direction to take in the
i" "vision of online CPD. Essentially, it is about the use of screen capture as a way
il providing online training and has attempted to highlight both the academic
"MHmation for its effectiveness through the work of Richard Mayer (2001) as well
* 'It.iwing on the very positive feedback from how users have experienced

i nlng through screen capture. It also highlights the importance of not only
...... iving user feedback, but using that feedback to build and continually develop a
....... I. Though engagement with the target audience and constant reflection will
in 1 to move a project forward and keep it relevant, we must also remember that
mil all feedback is useful. It is vital not to lose sight of one’s original objectives,
niiii'lhing that is very easy to do in the arena of technology where so many options
ini'xicnd and develop products exist. We hope we have stirred readers’ interest in
| ikInij an unconventional approach to CPD via open learning. We also hope we have
'li'iuonstrated that open learning is a feasible and productive approach to CPD,
mui’ Ihat is both sustainable and rewarding for both its users and its developers.

References

Air.lin, KA(2009) Multimedia Learning: Cognitive Individual Differences and Display
iH iclii Techniques Predict Transfer Learning with Multimedia Learning Modules.
liunputers & Education, 53/4, 1339-1354. Available at www.editlib.org/p/67002

i lai k, RC and Mayer, R (2011) E-Learning and the Science of Instruction:
1) oven Guidelines for Consumers and Designers of Multimedia Learning,
in | edition. San Francisco, CA: Pfeiffer.

lii-iil, AW, Weiland, TJ and Paltridge, D (2008) Australasian emergency physicians:

a iMining and educational needs analysis. Part Five: Barriers to CPD experienced by
IA | M, and attitudes to the ACEM MOPS programme. Emergency Medicine Australasia
i 9 346.

I lucause (2012) Seven things you should know about the flipped classroom.
Available at http://net.educause.edu/ir/library/pdf/eli7081.pdf

1 Indinan, A and Phillips, M (2001) Leaping the CPD hurdle: a study of the

h,ntiers and drivers to participation in Continuing Professional Development.
I'apoi presented at the British Educational Research Association Annual

i onlerence, University ol lowls 13-15 September 2001 Available at www.leeds.
i iik/ediiool/dcx uiiienls/()0()0IH92.htui


http://www.editlib.org/p/67002
http://net.educause.edu/ir/library/pdf/eli7081.pdf
http://www.leeds

Gibbs, G (2013, March 14) Teaching intelligence: contact hours and student engagemenl
Times Higher Education (THE). Available at www.timeshighereducation.co.uk/news/
teaching-intelligence-contact-hours-and-student-engagement/2002432.article

Guardian (2012) How effective is professional development undertaken by teachersf
Available at www.theguardian.com/teacher-network/teacher-blog/2012/mar/26/
teacher-training-development

Loch, B (2012)‘Screencasting for mathematics online learning-a case study ofa
first year operations research course at a dual mode Australian university’, in Juan,
AA, Huertas, MA, Trenholm, Sand Steegman, C. (eds) Teaching Mathematics Online:
Emergent Technologies and Methodologies. Hershey, PA: IGI Global, 43-59.

Mayer, R (2001) Multimedia Learning. Cambridge: Cambridge University Press.
Nielsen, J (2000) Designing Web Usability: The Practice of Simplicity. Tandem Library

Robinson, M, Walker, M, Kinder, K and Haines, B (2011) Research into the role of
CPD leadership in schools. National Foundation for Educational Research (NFER).
Available at www.emie.co.uk/nfer/publications/pdIi01/pdIOl.pdf

Stannard, R (2010) www.multimediatrainingvideos.com. Final Project Report.
OER Pilot Project. Available at www.heacademy.ac.uk/assets/documents/oer/
OER_1_Westminster_final_report.pdf

Weston, D (2013, June 21) Seven deadly sins of teacher development. TES Connect,
Available at www.tes.co.uk/article.aspx?storycode=6340780

Russell Stannard is the founder of www.teachertrainingvideos.com. He was
awarded the Times Higher ‘Outstanding Initiative in ICT’ and the British Council
‘ELTons Technology’ award for his work on providing CPD to teachers around
the world. He now works part-time at the University of Warwick and is also a
NILE (Norwich Institute for Language Education) associate trainer.

Savraj Matharu is a senior lecturer at the University of Westminster where he
teaches multimedia and project management courses. He was a key player in
the development of www.multimediatrainingvideos.com


http://www.timeshighereducation.co.uk/news/
http://www.theguardian.com/teacher-network/teacher-blog/2012/mar/26/
http://www.emie.co.uk/nfer/publications/pdl01/pdl01.pdf
http://www.multimediatrainingvideos.com
http://www.heacademy.ac.uk/assets/documents/oer/
http://www.tes.co.uk/article.aspx?storycode=6340780
http://www.teachertrainingvideos.com
http://www.multimediatrainingvideos.com

Introducing a paradigm
shift in EFL continuing
professional
development in Greece:
the development

of online communities
of practice







8

Introducing a paradigm shift
In EFL continuing professional
development in Greece:

the development of online
communities of practice

I vdokia Karavas and Smaragda Papadopoulou

Introduction

Ihis chapter presents the rationale for, and main specifications of, an online
pliiform for communities of practice (CoPs), developed for primary English as a
loioign language (EFL) teachers in Greece. The online CoP platform, named 2gather,
w.r, developed within the context of an in-service training programme for the
implementation of an innovation which involved the introduction of English in the
In',l and second grade of Greek public primary schools. Implemented in 960 schools
.ind involving more than 2,000 specialist language teachers, the project, which has
-ome to be known by the Greek acronym ‘PEAP’, was launched in 2010 and was
developed within the context of a European funded project entitled ‘New Foreign

| . mguage Education Policy in Schools: English for young learners’ (see Dendrinos,
'013). The training programme developed for the implementation of PEAP adopted
nblended learning approach, integrating various forms and means of training.

Inthe third year of development and implementation, the impact of the teacher
h.lining programme on primary school teachers’ beliefs and practices was
Investigated through an online questionnaire. The results of the impact survey
highlighted (a) the need for in-school training and support focusing on practical

i mies and the problems teachers face in dealing with learners of this age group,
.ind (b) the need for closer co-operation between teachers in dealing with the

i nmplexities of the innovation. In response, the development of CoPs among Greek
111 primary school language teachers was considered by the university project
le.im (UPT) in charge of PEAP as the most promising and appropriate form of
professional development, with the potential of responding more effectively to
llie needs of teachers and of facilitating the sustainability of the programme as

s whole. Given that CoPs constitute an innovative form of teacher development

In Greece and introduce a paradigm shift in an in-service training system that is
highly centralised, heavily bureaucratic, top down and additive in nature, a way to
li( ililale, organise and siippoi | Iho development and work ol CoPs was necessary.



The chapter begins by outlining the challenges faced in the development of (i<l
within the context of the PEAP training programme. Itthen discusses the pedajjoi |> !
and technical principles that underlie the construction of the online CoP platfOini
called 2gather, as well as the results from the first pilot implementation of the
platform with a group of project teachers.

The context of foreign language teacher education
in Greece

An important part of understanding innovation is that the change to social pi.H i<
and the measure of value are inherently context specific. As Hayes (2012: 50) sl.il>

[A]ny conclusions about what may be best practice in English language
educational innovation need to be framed within the constraints and
opportunities of the context(s) in which the innovation is to be implemented
as well as within an understanding of the socio-cultural and historical
context of the system from which the innovative practices derive.

Therefore, in order to appreciate the perceived value of an innovation, the challei iki<m
of its implementation and the nature of change in practice, an understanding ol
the wider educational and social context is hecessary.

Greece has one of the most centrally governed and managed education system1
in Europe (Gouvias, 2007). The Ministry of Education and Religious Affairs is
responsible for every dimension of educational policy making, from compulsoiy
programmes of study, to detailed school timetables, the salary levels and careci
development of teachers. Training policy in Greece is also heavily bureaucratic,
top-down and additive in nature. To date there is no coherent, long-term, nation.il
teacher education policy linking initial education, induction and continuous
professional development within the broader context of educational policy.
According to Vergidis et al. (2010), teacher training in Greece is characterised

by lack of coherence, continuity, systematicity and flexibility, and failure to
respond to teachers’ real classroom needs. Surveys with various subject teachci s
throughout Greece confirm the ineffectiveness of Greek teacher training policies
(Karabini and Psilou, 2005; Vratsalis, 2005).

The newly founded Institute of Educational Policy has overall responsibility for
the in-service training of pre-primary, primary and secondary school teachers in
Greece while university departments are responsible for the pre-service training
ofteachers. Both the Institute of Educational Policy and the universities are undci
the control of the Ministry of Education. The initial training of English language
teachers is carried out by the English Language and Literature departments of
the universities of Athens and Thessaloniki. Until recently, university programme's
focused on preparing student teachers for teaching at secondary school level.
Training in primary ELT methodology is limited to seminars and workshops within
methodology courses.



Alilili |*imary and secondary school teachers in Greece are all university
m iiln.lies who have completed afour-year university degree intheir respective
Iiill . I'ntrance to the teaching profession in public schools is achieved by
I . fully passing avery competitive examination, which assesses teachers’
»iniwli'dge of their subject areas and ofthe Greek educational system, their lesson
li miiliig skills and their ability to justify their decisions and rationalise their practices.
i hivice training in Greece typically takes two forms: (a) induction training,
i ni iling of an introductory 100-hour compulsory in-service training programme
hi iH'wly appointed teachers; and (b) in-service training for practising teachers.
In mivice training takes the form of seminars and is carried out by School Advisers
- ni>appointed by the Minister of Education. Currently there are around 40
Inml Advisers for English. These are practising public school teachers with
« «imisive teaching experience, postgraduate studies and PhDs in areas related to
tanuii.ige education and with some experience in training. The majority of School
Ai i Mis have not specialised in primary ELT and have no related training.

- pending on the needs Ofteachers in schools in their districts of responsibility,
Imol Advisers decide on the range and themes of seminars to be offered to
un hers. In other words, School Advisers take on full responsibility for deciding
mi Hie content, form and range oftraining opportunities offered to teachers,
mnlnars that take place outside school but within teachers’ working hours usually
1| lor three hours. Participation in seminars is not compulsory. School Advisers
itl".i;: irovide in-school support for teachers in schools within their districts.

introducing English in Grade 1 and 2 of primary school:

lik; PEAP project

Mu' project, which was developed within the context of a European funded project,
min'd at introducing atotally new component in the Greek educational system,

i" Licjlish as aforeign language in Grades 1 and 2 of Greek public all-day primary
m |ii mis, which until 2010 was only taught from Grade 3 onwards. Responsibility

fm ilm development and implementation of the project was given to the Research

Imire for Language Teaching, Testing and Assessment (RCel) of the Faculty of

i iKjlish Language and Literature, University of Athens (www.rcel.enl.uoa.gr) in May
olo The project was launched initially in 800 all-day primary schools throughout

|iii'i'ce in September 2010, thus giving the project team essentially four months

i" piupare. The programme involved (a) the development of a curricular framework

Im lIm 1st and 2nd grade of primary schools, (b) the a posteriori development of

syllabi lor each grade, and (c)the design and development of new teaching materials

iiihl learning experiences for 1stand 2nd grade learners.

I hr purpose ofthe two-year course for which the PEAP curriculum has been

'I' Kined is to introduce young learners to the oral mode of the foreign language
.uni, Ihrough it, to develop basic interpersonal communicative skills needed in social
illi.ifions, relevant to young learners, using day-to-day language. The curriculum,
.ilnmil <t developing a pre-Al-level oral ability on the Common European Framework

"l Reference (CEFR), promotes a'learning by doing’ approach and the content is
.lli"iifive to leal nei evolving social, cognitive, aflei live and psychomotor skills.


http://www.rcel.enl.uoa.gr

Materials consist of a series of activities, embedded in specific socio-cultural
contexts, designed to prompt young learners to use the target language creatively,
often relating it to their mother tongue (see Dendrinos, 2014). All activities and
materials are uploaded and are accessible to teachers through the PEAP portal:
http://rcel.enl.uoa.gr/peap/

The development of the PEAP teacher-training programme:
issues and challenges

Effective change in practice is synonymous with continuous and systematic teachoi
education. In cases of pedagogical innovation such as this one, teacher training

is key to effective implementation of the programme and its contextualisation to
local needs and constraints.

One of the first significant challenges that the project team had to face was the fac |
that no baseline evaluation had been carried out by the Ministry of Education and
no information regarding teacher and school profiles was available prior to the launch
ofthe project. This information, however, was absolutely necessary for deciding on
the programme’s aims and content. In view of this information gap, it was decided
that the first year of project implementation would focus on both disseminating lin-
innovation by informing teachers ofthe main principles and features of the projet |,
and carrying out a baseline evaluation in order to identify project teachers’ need'.

The dissemination process had two strands. The first consisted oftwo conference,
organised by the project team in October and November 2010 with the aim of
informing School Advisers, primary school teachers and school head teachers

of the aims, principles and innovatory features of the English for Young Learners
(EYL) project. The second comprised 75 four-hour seminars carried out by School
Advisers throughout Greece with the aim of informing primary EFL school teachers
within their districts of the main principles and features of the project.

As information events were being organised throughout the country, a baseline
evaluation, which included a survey of our teachers’ profiles and the school unils
to which they were appointed, was carried out through online questionnaires
designed for project teachers and project school head teachers. The baseline
study began with the onset of the project in September 2010 and lasted until
December 2010, involving 897 project school teachers and 254 project school
head teachers.

The survey of the profile of project teachers revealed that, although well over
half of the sample had experience in teaching at the primary level, the majority

(60 per cent) had no experience inteaching learners of the target age group

while the overwhelming majority (90 per cent) had not received systematic trainiini
in EYL methodology. One-third of the sample was also novice teachers with one

to five years’teaching experience who had received no focused training in EYI
methodology. In addition, inthe vast majority of EYL project classes (89 per cenl),
a significant number of students were from different ethnic backgrounds and

were learning English as a third language.


http://rcel.enl.uoa.gr/peap/

11un' challenge of addressing the diverse characteristics and training needs of
Iniiject teachers was compounded by the fact that the project schools in the

m« ond year of project implementation rose from 800 to 960. As a result, the
h'aching body in project schools changed by 40 per cent. Moreover, the school
mlviser evaluation and selection process, which took place towards the end

u! Ihe first year of implementation, lasted for an inordinate amount oftime

iM.iy 2011-December 2011) during which school advisers were essentially inactive.
lhis unpredictable development made clear that designing a long-term coherent
li.lining programme with face-to-face seminars spanning the three years of the
Ini)ject was not viable due to constant changes in the composition of our teaching
mul trainer body. This conclusion was reinforced by experience of yet another

"l'i lade: the geographical location of project schools. Around 20 per cent of our
limject schools are located in remote areas and islands in Greece, which made the
piovision of face-to-face seminars to these teachers extremely costly in terms of
llitu;, money and human resources.

11H findings of the baseline surveys and the constraints mentioned above guided the
iN- ign and development of the PEAP training programme. The training programme
had to be viable and sustainable regardless of changes in the composition of the
li'acher body or inthe composition of our trainer group. The training programme
1,ulto be coherent, offering training in more general areas of EYL methodology
.mil progressively leading to training in more specialised areas. It also had to be
ilrxible in its content, capable of (a) addressing a very diverse group of teachers
wllh a wealth of different training needs, (b) covering the needs of the less and
more experienced teachers, and (c) effecting change inteacher beliefs without

lii ing overly didactic and theoretical, but grounded in examples of actual practice.
I In.illy, the programme had to be flexible in its form, capable of reaching out to
inoject school teachers located in remote areas and islands in Greece. As a result,
llne project team decided that the training programme would need to adopt a form
hi blended learning including various forms and means of training as follows:

= An online training course in Teaching Early Language Learners, accessible to all
project teachers, aiming at raising teachers’ awareness of how young learners
think and how they learn language and acquainting them with teaching practices
and techniques appropriate for this age group.

m | ocused face-to-face seminars delivered by School Advisers.
* locused face-to-face and tele-training seminars delivered by the project team
and organised by the School Advisers.

m One-day conferences focusing on teaching EFLto young learners, delivered by
the project team and organised by the School Adviser.

I hr. planning was innovatory for the Greek teacher training context, being flexible
in its form and content, contextualised, systematic and continuous.



Assessing the impact of the PEAP training programme:
confirming the need for communities of practice

In order to evaluate the effectiveness ofthe PEAP training programme and its
impact on teacher practices and beliefs, an online questionnaire was developed by
the project team at the end of the third year of project implementation (May 201 I)
The questionnaire was sent electronically to 465 project school teachers with two
years of project experience, of whom 135 replied, a response rate of 29 per cent.
The results of the impact study have been presented in detail elsewhere (Karavas
and Zouganeli, 2013). Here we will briefly present only those findings that acted

as a springboard for the development of CoPs and confirmed their necessity.

The survey found that the most popular form of professional development for
teachers was self-development through reflection on practice (90 per cent)
followed by seminars organised by the school adviser (88 per cent). However,

it should be noted that these seminars offered throughout the year by each school
adviser do not necessarily focus on issues related to project implementation bul,
rather, on general issues of TEFL methodology. Almost half the teachers (47 per ceiil>
also stated that co-operation with colleagues is another popular form ofprofession.il
development. Forms of training organised by the UPT were not heavily attended

by teachers, with only 21 per cent ofthe sample taking part in seminars and only
12 per cent completing the e-course on Teaching Early Language Learners.
Nevertheless, with respect to the effectiveness of various forms of training, the
majority ofteachers (90 percent) who participated in them found seminars organi;.< |
by the UPT most effective for their CPD, followed closely by self-development throikijli
reflection (88 per cent) and co-operation with colleagues (83 per cent). The majoi ily
(81 per cent) ofthe small sample of teachers who had taken the e-course also
found it very effective.

The results of the impact study made clear that by far the most popular and
effective form of professional development for project teachers is reflection oii
practice, followed by co-operation with colleagues. Moreover, involvement with
the project and experience with teaching very young learners seemed to be a
more powerful factor influencing project teachers’ beliefs and practices than olini
forms of organised professional development. The message that project teachoi m
sent through their responses seemed to be that teacher learning is not confinei |
to professional development workshops and courses but occurs in many different
aspects of practice. The teachers’ own classrooms, as well as collaborative
dialogue and activity with colleagues, are powerful contexts of learning (Borko,
2009). By engaging in collaborative dialogue with peers and group reflection,
teachers de-privatise their practice and subject their views about teaching and
learning and their classroom practices to critical analysis. This process, according
to Roberts and Pruitt (2009: 20): ‘leads to renewed understandings and function-,
as the groundwork for actions that lead to improved educational practice and
ongoing teacher and student learning’. In essence, our teachers’ views highlight
the fact that professional growth and teacher learning are job embedded,
collaborative, site-based and ongoing.



Inu teachers’ views also resonate with current thinking and research on human
K1 ning and teacher cognition. Socio-cultural perspectives on human learning
'Inline learning as a dynamic social activity situated in physical and social contexts
mil distributed across persons, tools and activities (Johnson, 2006). They emphasise
lli.il learning is not the accumulation of facts and information but is situated (see
Ilive and Wenger, 1991), that is, it takes place in specific settings or contexts that
1..J>e how learning takes place (Burns and Richards, 2009). Research on L2 teacher
i Jillion has also validated the principal tenets of situated learning (see Johnson,
'00(j). Findings suggest that L2 teacher learning is socially negotiated, normative
mil lifelong, emerging out of and through experiences in social contexts, and is
m hilingent upon self, students, subject matter, curricula and setting (Johnson, 2009).
ihr, has led to a reconsideration of traditional modes of training in foreign language
mft her education programmes and the development of alternative professional
Mvrlopment structures. Common to all these structures is the belief that teachers’
informal and professional networks function as powerful sites for professional
i .lining and that teachers can learn professionally in meaningful ways when they are
ihlr lo do so together. In other words, teacher learning emerges through social
.nlrraction within a community of practice (Burns and Richards, 2009).

"iimmunities of Practice (CoPs) have been with us for many years, but the term
Il was coined in 1991 by Lave and Wenger, who used it in their exploration
-1 situated learning (i.e. learning which takes place through working practices)
slili lieth and Kimble, 2004). CoPs have been defined as ‘.. groups of people who
1.ii i' aconcern, aset of problems or a passion about atopic, and who deepen
iin h knowledge and expertise in this area by interacting on an ongoing basis.’
Wi>nger et al,, 2002: 4). CoPs allow educators to work collaboratively in recurring
s of collective inquiry and action research to achieve better results for the
indents they serve. Thus, CoPs are grounded in two basic assumptions: (a) that
Nfmwledge is situated in the day-to-day experiences of teachers and understood
through collaborative critical reflection and inquiry, and (b) that engaging teachers
Adi( il's will increase their professional knowledge and enhance student learning
iVi",!l io et al., 2008). Among the many benefits of CoPs is their potential to improve
in,i liing practices and educational outcomes and to enhance teachers’ sense of
i.ih'sslonalism and sense of efficacy (Roberts and Pruitt, 2009).

I'hi Tho basis of the impact study results and recent research on teacher cognition
.id learning, the development of CoPs among Greek EFL primary school language

>,n hors was seen by the project team as the most promising, appropriate and

Mir.iningful form of professional development with the potential of responding more
lIr< lively to the needs of teachers and of facilitating the sustainability of the

iH.ii [i imme as awhole and its further development and institutionalisation.

«i ‘H Ihat CoPs constitute an innovative form of teacher development and introduce
.imi.idigm shift in an in service training system that is highly centralised, heavily
i.ini .mcratic, top-down and additive in nature, a way to facilitate, organise and
mippoi | the development and work of CoPs was necessary. For this reason, an
millne ( oP platform was designed to help PSAP teachers become members of this
Jiinli",sional community the online platform dovelopod within the context of the
Il Allprojoc |, called Pf/tillim, will lie described in the following sections



Why an online platform for communities of practice?

In general, online communities are groups that use networked technologies
(mainly web-based) to communicate and collaborate (Johnson, 2001). The rapid
diffusion of internet-based networking technologies has redrawn the boundaries
of professional development and has accelerated the development of new forms
of community. The integration of internet-based technologies and the use of
computer-mediated communication tools (e.g. chat rooms, blogs) have, according
to Johnson (2006: 244): ‘been found to foster qualitatively different forms of
participation than face-to-face instruction does, create more equitable roles as
teachers engage in inquiry about their own learning and teaching, foster greater
collaboration among teacher learners, and decrease the sense of isolation L2
teachers in disparate locations often experience’.

Compared to traditional communities, online communities differ in several aspects
and can prove more beneficial. Traditional communities are place-based and
have membership according to norms. Group dynamics often override individual
expression. In contrast, online communities are organised around an activity and
formed as a need arises (Johnson, 2001); they do not need formal boundaries,
and norms do not dominate as they do in traditional communities, thus allowing
for greater individual control (Squire and Johnson, 2000). Furthermore, in online
communities the physical location and isolation of members is overcome; the
utilisation of online spaces and web 2.0 tools bridges the geographical gap,
providing opportunities for greater communication, discovery and construction
of knowledge while facilitating modelling and visualisation (Lock, 2006).

Moreover, as shown in research studies focusing specifically on online teacher
communities (Farooq et al., 2007; Barab et al, 2004), teachers tend to interact
more frequently, build more diverse networks, and gain more equitable access
to human and information resources not available locally. Acknowledging the
overall benefits stemming from building online communities, the 2gather platform
provides aflexible and structured context for hosting and supporting online
community building.

Designing and developing the 2gather online platform

In designing the platform’s infrastructure and creating support strategies for
CoPs, we have been guided by the theoretical CoP framework, the principles
of social constructivism and the checklist of fundamental elements required
in online community environments as suggested by Koch and Fusco (2008)
(see Appendix 1).

Although most online communities are primarily based on one of the following
applications, content management systems, bulletin boards, blogs, and social
networking services, in developing 2gather we have combined the community
building features found on all of them. With the use of open source technologies,
we have constructed a fully customisable online environment, incorporating

all the facilities listed by Wenger (2001) as useful to CoPs (see Table 1, below).



Typical facilities useful to a community 2gather features
ilf practice (Wenger, 2001)

lliimepage to assert their existence and describe their domain * Homepage
mil activities

i unversation space for online discussions of a variety of topics « Discussion

« Forums
« Blogs
| .hility for floating questions to the community or a subset « Forums
ni lhe community « Status Updates

« Comments

IUrcctory of membership with some information about their * Member Directory
,ni:as of expertise in the domain

Mi.ired workspace for synchronous electronic collaboration, « Chat
discussion or meeting

llucument repository for their knowledge base * Media Library

‘i irch engine good enough for them to retrieve things they « Advanced Search Widget
liiHid from their knowledge base

| i «immunity management tools, mostly for the coordinator but « Activity Streams
| Miiiletimes also for the community at large, including the ability to
know who is participating actively, how much traffic there is, etc.

I Ability to spawn sub-communities, sub-groups and projectteams e« Groups

Sub-groups

Participant roles in the 2gather platform

Role distinction is a significant aspect of 2gather, in terms of providing an effective
support structure for CoPs. Facilitation, a concept borrowed from constructivism,
I', applied to CoPs and finds expression in the role of the group leader. Rogers (2000)
describes the leader’s role as a moderator, coach or, at most, a mentor. Squire and
lohnson (2000) add that the facilitative role of an instructor is more valuable than

i ontent provider or information source.

In Ihe 2gather platform, teacher trainers (school advisers) are delegated as
licilitators, whereas PEAP teachers are registered as community participants.

Si hool advisers act as facilitators of groups of PEAP teachers within their district.

| <ich group therefore represents an online community and potential CoP. School
advisors’ responsibilities as facilitators include, inter alia, preparing the community
mvironment for discussion of (i) goals, criteria for meeting goals, (ii) evaluation of
whether the goals have been met, plus (iii) peer assessment and self-assessment.
In cases where the number of PEAP teachers under the supervision of a single
<hool adviser is large, sub-groups can be formed and experienced EFL teachers

i .ni be delegated as group facilitators by the school advisor who remains the main
moderator. We have suggested that school advisors take into consideration that

i ommunities with lowoi than 15 members are very intimate, whereas with between
IS and SO p.ii Ik ipanl'., iHalioiv.hips become more lluid and differentiated.



Communities with over 150 participants tend to divide into sub-groups around
topics or geographic location.

Apart from their role as facilitators in CoPs, all school advisers are organised in a
separate group, forming their own online community of practice. Within this CoP,
school advisers co-operate, share ideas and concerns and keep abreast of
developments in other CoPs formed around Greece. Given that some (especially
newly appointed) school advisers lack experience in developing CoPs while others
lack the digital literacy skills needed for the functioning of online CoPs, school
advisers experienced in both areas have been appointed as mentors of their less
experienced colleagues. Thus, five experienced school advisers covering different
geographical areas of Greece function as monitors and facilitators of the work of
CoPs in their designated geographical area, providing assistance and support to
their colleagues when and where needed. These experienced school advisers
report to the UPT any issues and problems that have surfaced in the functioning
of CoPs and provide regular updates on the progress ofthe various CoPs.

This network of CoPs (see Figure 1, opposite), apart from increasing the co-operation
between school advisers and between school advisers and the UPT, also facilitates
the ongoing development evaluation ofthe platform and monitoring of the impact

of this innovatory professional development structure.
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| <>.itures and functionalities of the 2gather platform

| InmAinther platform’s feature list includes various components of social networking
nmyvicos and learning management systems. To begin with, the registration
*mnponent enables users to join in with the online communities hosted in the
“ilher platform and enjoy the benefits of membership. Once users sign up,
tin'll virtual identities are established via their profile pages. Member profiles
ili',play their avatar and a short bionote, the amount of time since they were last
Ji live in the community, their activity stream and their latest status update.
Maius updates are usually short one-to-two-line statements a member writes

In Inlor m other community members about what s/he is doing. Status updates

i in also bo used to sh.iro a helpful tip or resource or to ask a question that
1limmunity membei will.....and may answei



Each member can have a browseable list of network friends. The friends feature
enables all 2gather members to connect with each other in a standard reciproc.il
‘friends’ relationship. A full listing of community members (name, photo, bionole)
is offered through the member directory. Furthermore, a main function of 2galin'i
isto help establish fruitful discussions. For this reason, groups are enabled to ho'.i
their very own group forums. Facilitators can create unlimited topics to encoura<i<
discussion and conversation between group members. Apart from group forums,
there is a general community forum in which all registered members can participant

The 2gather platform also provides ways for members to send a direct message
to another member of the network either publicly or privately. Public messages
are sent through mentions (@ + member username), whereas the private
messaging function is similar to sending a message to a member via email, bul
within the confines of the social network. Members can also interact with othei
members and groups by posting comments directly on activity items. Additionally.
2gather incorporates a multifunctional chat component, which enables real-time
text chat as well as video chat (i.e. member-to-member video chat or video
conferencing). Chat rooms can be public or private. Instant member-to-membei
private messaging is also supported.

Apart from forums and chat rooms, groups own separate dashboards. From the
dashboard, facilitators are able to add and manage training materials, referenc i,
tasks, events and schedules. Members can use the dashboard to access material’,
view timetables and submit their responses. In particular, the task feature provide1
a means for facilitators to post group and individual activities and collect membei
responses. Facilitators can also add book, article or webpage references and resomin
to activities. All tasks and schedules are pinned to the group calendar. Response,
to tasks get listed below the activities. The activities can take multiple formats,
allowing members to respond to questions, upload afile or embed media. Respoir.tm
can be either private (i.e. only the school adviser can view them) or visible to the
whole group for other group members to provide feedback as peer assessment

The 2gather platform also supports blogging. Blogs allow members to manage
and maintain articles, publish ideas and photos, and share information, all of
which become part of the content flow within the community’s activity streams.
Community members’ blogs encourage information/knowledge sharing and
interactivity between members. The advantage of blogs lies in that the more often
members publish on their blogs, the more content they provide to the communily,
which increases the value of the community as a whole. A list of all blogs is
provided via the blog directory.

All media (documents, images, videos, recordings, etc.) that are uploaded on

the platform and shared on blogs, forums and assignments are gathered on the
platform’s media library. Advanced search capabilities are offered via custom
search widgets. Additionally, all members’ activities from groups, forums, blog
posts, assignments and friendships are aggregated and displayed on the netwoi F
into one page. Every action is recorded on the activity stream, which gives
community members an easy way to discover what other members are doing

and how they are utilising the community facilities.



iiii t from the typical facilities useful for CoPs, Wenger (2001) suggests that a

ii i Imologlcal platform for CoPs should ideally be easy to learn and use, easily
integrated with the other software that members of the community are using for
thru regular work so that participation inthe community requires as few extra
mslops as possible, and not too expensive. 2gather meets all three requirements,
lin e it complies with usability heuristics for user interface design, it can be

nill -grated with the online services and tools offered by the Pan-Hellenic School
ii«'lworks, and requires no registration or subscription fee.

rilot implementation of the 2gather platform

Ilii* beta version of the platform was completed by September 2012 and the first
,ni.ill scale pilot implementation began in October 2012 and ended in June 2013.
1lit; pilot was limited to a single group of 11 PEAP teachers under the supervision
ml [heir school adviser, who is a qualified teacher trainer and experienced EFL
lisicher with advanced digital skills.

All 1 PEAP teachers belonged to the ‘A’ District in the centre of Athens and teach
in different primary schools. However, most of them lacked experience in using
digital technologies for teaching and learning. The fact that the majority are over
«in years old suggests that most of them earned degrees at atime when educational
.1 hnology was at a very different stage of development than it is today. It is, thus,
mil surprising that they did not consider themselves sufficiently prepared to use
hihnology in the classroom. Hence, atthe beginning of the 2012-13 school year,
llie school adviser decided to build an online community of PEAP teachers,

rtiming at training them to integrate ICT in their teaching practices.

i unsidering that meaningful use of ICT in the classroom requires teachers to

iiil grate technological affordances with pedagogical approaches for the specific
.nhject matter to be taught, the school adviser designed atraining programme

i1 ilitled Technology-Enhanced EYL, implementing the TPACK (‘tee-pack’)
liiimework. Technological Pedagogical Content Knowledge (TPACK) was introduced
i" lhe educational research field as atheoretical framework for understanding
i<.icher knowledge required for effective technology integration. In particular,
1'ACK is a framework that introduces the relationships and the complexities

hi smween all three basic components of knowledge, i.e. technology, pedagogy

rind content (Jonassen et al., 2008). At the intersection of these three knowledge
lypes is an intuitive understanding of teaching content with appropriate
pedagogical methods and technologies.

llie school adviser began designing her online community in this way:

| Identification of the types of projects that community members might
want to carry out in the community

2. Development of a series of scenarios which described various
synchronous and asynchronous experiences that would be necessary
to carry out the activities

| Negotiation ol lace lo lace meeting opportunities lor community members

A Preparation ol .i weekly schedule for the community



5.  Creation of atimeline for the community’s development
6. Creation of a structure for organising discussions, documents and resoun mi

7. Development of the community’s learning contract and terms and condition*
of member participation.

The community contract was emailed to all PEAP teachers of her district accompanli”|
by an online interest form. The 11 interested PEAP teachers were registered in xim
2gather platform by the school adviser and formed the pilot community.

The first online gathering took place in October 2012. During the first week of
implementation, the community had loose conversations and experimented with
platform features (i.e. editing profile information, uploading their avatar/photo,
updating their status and adding other group members to their list of network
friends). The school adviser used the group dashboard to welcome the membci m
of the group and inform them about the community’s goals and objectives, the
way their online social learning experience would be organised and the topics
they would be mainly focusing on.

During the weeks that followed, each session began to involve a range of activili<
readings and conversations, as well as completion of group and/or individual t.che
Considering that the 2gather platform has been designed to offer com munity-bnsni
learning experiences and professional development opportunities, the school
adviser’'s role as the group leader and facilitator was to guide fruitful discussioiis,
encourage thoughtful involvement of all participants and provide feedback.

In particular, the first sessions were targeted at familiarising EFL teachers with
PEAP principles, goals, objectives, activities and materials (content knowledge).
Discussion questions were assigned on a weekly basis so that all participating
teachers could have adequate time to formulate and articulate their contribution’,
to the discussions. Discussion questions were mainly conceptual questions
addressing pedagogical concerns regarding early language learning. The school
adviser implemented several strategies (e.g. brainstorming, think-pair-share)

to promote online participation, ensuring that the majority of group members
actively contributed to discussions.

The subsequent online sessions were targeted at building teachers’theoretical
understanding of pedagogical approaches involved in technology-enhanced
learning (pedagogical knowledge). These sessions acquainted PEAP teachers with
various student-centred approaches with ICT (e.g. project-based learning, inqulty
based learning, etc.). They also learned about classroom management of ICT lessons,
reflecting on case studies provided. Reflective activities involved situations for tho
participating teachers to critically examine the subject matter through additional
personal research or reading of the reference material, thus giving them the
opportunity to make new connections between theory and their professional
experiences. Moreover, participants were encouraged to use their blogs to keep
reflectivejournals. Reflective journals helped critical thinking development and
provided regular feedback between participants and the school adviser.



HU other sessions aimed at developing PEAP teachers’technological knowledge
'lll respect to different digital tools, in each session, teachers learned about a
ih'dory of digital tools (digital storytelling tools, digital drawing and painting,

i ilking pictures, virtual trips, slideshows, audio and image editors), their affordances

uni limitations, and their pedagogical uses. The school adviser provided PEAP

ii .M hors with resources, tutorials and exemplar uses of digital tools for skill-based
mulice, and scaffolded them with activities to generate lesson ideas applicable

i ly language learners. The provision of a monitored discussion forum allowed

i i A>teachers to discuss, help each other, and share creative ideas, digital

u llvities and open educational resources.

|in lesson ideas were then further developed and consolidated into atechnology-
NilfHji ated educational scenario, which constituted their final project. This project
epined teachers to design at least five technology integration activities for early
mimilage learners such that they fulfilled the instructional objectives specified in the
it Allcurriculum (technological pedagogical content knowledge). The deliverables
i..i Ihis project were:
| A detailed report including project title, summary, goals and objectives,
lesson plans, description of digital products, justification of how the
selected technologies and pedagogical approaches supported instruction
and reflection

A PowerPoint presentation of the digital project
i The actual digital products or web links directing to them
4 All accompanying teaching materials

> The video-recorded instructions, provided that young learners’ parents
had consented.

‘wl deliverables were uploaded on the Igather platform and projects were peer-
imev,ed with rubrics that measured the application of TPACK.

I valuation and reflection on the pilot implementation

"i..r.ining and documenting an online community’s performance is a multifaceted

i.iH'iioinenon requiring complementary methods of data collection and analysis,
liabilities and tools. An online survey was also designed to investigate teachers’

Impressions of their participation in an online community and the impact they think

I, might have had or will have on their professional development (see Appendix

® Qualitative data was collected from the open-ended questions of the online

nil vey, the contents of the online discussion forums, the group assignments

mimpleted by PEAP teachers, the reflective journals they kept in their blogs

.uni Iheir final deliverables.



The overall feedback received was positive. Participants’ responses to the
online survey revealed their attitudes and beliefs regarding the CoP they had
built. All 11 teachers agreed or strongly agreed that their online community:

1. was mainly driven by the willingness of members to participate
helped them build relationships and network with others
motivated them to share work-related knowledge

provided an informal, welcoming social environment

helped them achieve better results in teaching projects

encouraged knowledge sharing and learning into work life

N o oo e

utilised a user-friendly social platform.

In addition, the vast majority of them agreed or strongly agreed that the communily
broke down communication barriers among members (91 per cent), gave them a
sense of belonging (91 per cent) and built up an agreed set of communal resouri r
over time (90 per cent). At the same time, many participants agreed or strongly
agreed that their community leveraged a variety of knowledge management tool".
(81 per cent) and that it benefited their daily work from the relationships established
(82 per cent), whereas fewer agreed that their community strengthened collaboration
across schools as well (72 per cent).

A key point resulting from the analysis of members’ messages, reflective diaries
and products was that group activities and individual tasks were successful in
helping PEAP teachers improve their pedagogical knowledge of EYL methodologies
and make connections between theory and their professional practice. This was
also evident in the online survey. All participants believed that the value of their
CoP lies in the fact that it connected learning to action and it enhanced teaching
skills, as illustrated by these sample comments:

| believe that the group assignments helped me relate theory with practice and
urged me to consider in greater depth children’s strengths and needs and the
aims of the PEAP syllabus. The projects created the necessity for the design ol
detailed lesson plans and carefully structured task sheets, for self-observation
and observation of learner performance.

It was an interesting experience that allowed me to explore my own capacities
and limitations and to put into practice teaching techniques that were of great
use to my pupils.

Ten out of 11 (91 per cent) participants also valued highly the fact that their Col’
identified, created, stored, shared and used knowledge, and enabled professional
development. Moreover, the community’s positive impact on teachers’ self-
confidence became evident, as this comment illustrates:

Being amember of the community supports your everyday effort at school while', il
the same time promotes your self-confidence. These are the reasons why | b('lkw '
memberships of this kind have a lot of benefits for teachers. | liked the sense ol
group work and the fact that my work was supported by an academic institution
added to the quality of the work.



U<jarding the success of their CoP, participants unanimously believed it depended
mi encouraging all members to participate. Ten out of 11 (91 per cent) participant
In.ichers also believed that trust, rapport and the sense of community were crucial
In lhe community’s success. In addition, the majority of participants praised the
l.id that communication and collaboration among members was promoted:

It was a very positive experience, unique in building strong relationships among
the members.

through sharing of knowledge, giving and getting feedback and working as a
(jroup, it has been easier for me to deal with everyday problems, develop and it
has also been fun.

Itin out of 11 (91 per cent) teachers also considered the inspiration provided by
llieir co-ordinator as one of the success factors of their CoP. The valuable role
ilirir group facilitator played, acting as a guiding figure and a source of inspiration,
i'. .tlso apparent in teacher commentaries:
No matter how awe-inspiring it may sound at the beginning, when you and your
colleagues come together to work under the supervision of someone who knows
where to lead you, where your worries and frustrating moments can be shared
,ind discussed, you cannot but stay on track, produce work and eventually
iistound yourself by your performance.

Knowing thatyou are working having the support of the whole community and
Jininspired coordinator is a unique experience that leaves you with a sense of
achievement and makes all your efforts and hard work worthwhile.

When asked what strongly motivated them to participate in the community,

most teachers (64 per cent) revealed that their main incentive was to update their
knowledge of primary ELT methodology, whereas afew (18 per cent) were urged
In participate in order to achieve professional goals. When asked what strongly
limited their ability to participate in the community, most participants (64 per cent)
levealed that their main obstacle was lack of time, whereas for afew (18 per cent)
Il was lack of digital skills. As far as the features of the online platform are

i oncerned, it was stated that:

All the online tools that have been used by the community of practice have proved
indispensable, not only in facilitating communication but also in contributing to
achieving both the community’s as well as each member’s individual goals.

le.ichers also praised the fact that the 2gather platform allowed them, through
i iimputer-mediated communication, to share content, ideas and teaching practices:

| believe that the multiple means of communication integrated in the platform help
us become members of a supportive circle of creative colleagues that share
useful resources and exchange valuable teaching experiences.

Ilespite this overall positive feedback, we are not yet ready to claim success.
Allhough the pilot implementation demonstrated that it is possible for a dedicated
group of PEAP teachers to build a professional CoP, in order for an online CoP to
sol ve as an effe< live, susltillable catalyst for teacher learning, collaboration and
innovation, it must lie i|lven Hie tune and resources to mature, develop social



norms, grow leaders and assimilate into the dominant local culture. This inevitably
requires long-term and large-scale implementation.

Looking forward to a different future for foreign language
teacher education in Greece: first steps towards large-scale
implementation of the 2gather platform

The first official version ofthe 2gather platform was launched in mid-October 201 i
School advisers were informed and trained in the development of CoPs and the
platform was presented to them in a seminar organised by the UPT in early Novembm
2013. The 30 school advisers that expressed interest in designing online CoPs
have already been registered and have formed the first community group (School
Advisers’ Group). They are expected to have informed the PEAP teachers in their
districts and have formed their online groups by February 2014. By the end of tho
2013-14 school year, it is expected that CoPs will have developed their communily
contracts, have decided on terms and conditions of member participation and will
have negotiated their areas of activity and professional development. Profession.il
development work within the newly formed CoPs will begin in earnest during tho
next school year. The UPT will continue to monitor the development and work ol
CoPs, offering continuous support to school advisers and their mentors.

The 2gather platform has been designed and developed to host and organise
online CoPs, which can act as an alternative forum and an innovative means for
PEAP teacher professional development. However, due to its flexible developmcnl
process, 2gather can easily serve as a versatile social online environment for ol In i
foreign language teachers or educators in general who work in other contexts and
or teach other subjects. In particular, 2gather has been built as a multi-site netwoi F
platform, i.e. a collection of sites that all share the same core features. This mean’,
that the 2gather platform for CoPs of PEAP can easily have many ‘cloned sibling".'
for various educational purposes. Each platform-clone can be further customisoi |
to address the specific needs of CoPs of other educators, paving the way for atruo
paradigm shift in continuing professional development in Greece.

Conclusion

The development of CoPs among Greek EFL primary school language teachers
seems to be an appropriate and meaningful form of professional development with
the potential of addressing more effectively the needs ofteachers and of facilitating
the sustainability of the programme as a whole. For this reason, we designed the
2gather platform to help PEAP teachers become members of CoPs engaging in
conversations, sharing innovative ideas, discovering useful resources, documenting
successful practices and applying them in their own classrooms settings. Confident
that our vision of a scalable and sustainable online community platform for PEAI'
teachers is feasible, we are looking forward to monitoring the development and
progress of CoPs and evaluating the impact of its first large-scale implementatioi i
We hope that our experience of building this virtual gathering place, in which now
ideas flourish, new methods and tools are developed, novice educators learn about
the profession and experienced ones become valued resources, will be useful to
educators in other contexts considering now forms ol CI'l) lot te.u hois
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Appendix 1. Design principles of an online environment for
CoPs (Koch and Fusco, 2008)

Learning Process and Practice

Identity and Trust

Communication

Groups

Environment, Tools, Artefacts

Boundaries

Governance

Exchange

Expression

History and Culture

Community Reproduction
and Evolution

Each CoP can easily share its approach and
commitment to a specific practice within and
across the CoP.

Everyone’s identity in the online environmenl
is consistent and persistent.

Members have ways to share information
and ideas.

Members can relate to each other in smaller
groups, including separate CoPs and smaller
groups within a CoP.

Members interact in a shared space that is
appropriate to the CoP goals.

Members know who belongs in their group
and who does not.

Behaviour is regulated and moderated
according to shared or stated values.

Members have a system of exchange or bartei,
and can trade knowledge, support, resources,
services and ideas.

Members have a group identity and know wh.il
other members are doing. Members can easily
indicate their preferences and opinions.

Both new and veteran members can develop,
reproduce and review cultural artefacts, norms
and values over time.

Groups can grow and evolve the community,



Appendix 2: Survey Questionnaire for CoP Members

You are being asked to complete this online survey because you are a member of
: community of practice (CoP) that is participating in a research project conducted
by the National and Kapodistrian University of Athens. The purpose of this survey
I', lo examine how CoPs can improve EYL teachers’ professional development.

My Community of Practice (CoP): *

Strongly Agree Neutral Disagree Strongly
agree disagree
(lives me a sense of belonging. 0O 0 O o
helps me build relationships O O O 0 o
and network with others.
benefits my daily work from 0 0 0 O o
the relationships established.
is mainly driven by the ] 0 =] 0 o
willingness of members to
participate.
motivates me to share work- O 0 O O O
related knowledge.
builds up an agreed set of 0 0 0 ) o
i ommunal resources overtime.
breaks down communication O 0O 0 0o o
barriers among members.
provides an informal, 0O 0O 0O = O
welcoming social environment.
has a user-friendly 0 0 0 0 o
communication platform.
leverages a variety of O 0O 0O ] O
knowledge management tools.
helps me achieve better 0O 0O =) O O
results in teaching projects.
huilds knowledge sharing 0 0 =) 0O o
nnd learning into work life.
strengthens collaboration O O O O o

.icross schools.



The value of my CoP is that it: *
(Choose all that apply)

O
O
O
O
O
O
O

identifies, creates, stores, shares and uses knowledge.
enables professional development.

permits faster problem solving.

showcases good practices.

enables accelerated learning.

connects learning to action.

enhances teaching skills.

The success of my CoP depends on: *
(Choose all that apply)

O

O o o o

specifying members’ roles and expectations.

being inspired by a dedicated and passionate co-ordinator.

adopting a consistent attitude to collaboration and knowledge sharing.
encouraging all members to participate.

building trust, rapport and a sense of community.

My CoP is best at: *
(Choose all that apply)

O

O o o g

filtering (organising and managing important information).

amplifying (helping understand important but little-known information).
convening (bringing together different individuals or groups).
community-building (promoting and sustaining values and standards).

learning and facilitating (helping work more efficiently and effectively).

What strongly motivates me to participate in CoPs is: *
(Choose all that apply)

O
O
O
O
O
O

meeting professional goals.
staying current in the ELT sector.
career development.

expanding personal network.
support for daily activities.

other:



What strongly limits my ability to participate in CoPs is: *
h lloose all that apply)
I lack of time.
Ilack of digital skills.
I Ilow awareness of activities.
I llack of incentives.
I lcommunication barriers.

| | Other:

What is your overall impression from being a member of a Community
ol Practice?

What is your overall impression from the platform used by your Community
of Practice?

' Required
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Introduction

In lliis chapter we share our experiences of delivering online CPD opportunities

to I nglish teachers in Oman. The nine-month pilot project we will describe here,

. 1ollaboration between the Ministry of Education in Oman and the British Council,
i mnprised the delivery of three online CPD modules to 200 primary and secondary
In.ichers across the length and breadth of Oman. This also served to prepare
li'.ichers for the Cambridge Teaching Knowledge Test (TKT), which they took at the
i inlofthe nine-month period. This online course, the first of its kind in Oman, was
Inireduced to provide a complementary form of CPD to the existing face-to-face
prevision delivered in regional training centres and through workshops in schools.
Il was intended to help extend the reach of CPD opportunities to English teachers
in .i vast country with many schools in remote regions. In what follows, we will report
nil Ihe setting up, monitoring and evaluation of this project, and reflect on important
Imints of learning, which we have carried forward into a second year of offering
Ihr. online CPD opportunity to English teachers in Oman.

<ontextualising the innovation

Oman is a large country located in the south-eastern section of the Arabian
I<ilinsula, bordering Saudi Arabia, Yemen and the United Arab Emirates.

Il has a well-established education system that ensures that provision is available
10jill. English has an important place in the school curriculum and is taught to
mlnil Iron across all stages of formal schooling; from the start of schooling at the
I<]o of six until students complete their formal school education at the age of 18.
I here are currently in excess of 7,000 English teachers working in government
IHimary and secondaty s<hools, geographically dispersed over awide area.



These teachers embark on their careers after completion of pre-service teacher
education courses offered by a number of different teacher-training providers
in Oman or in other nearby countries.

In Oman the provision of CPD opportunities once teachers enter the field is taken
very seriously and a support network of English trainers, supervisors and senior
English teachers to assist with this is located in all of the 11 administrative region’,
(or governorates) in Oman. While teachers are expected and encouraged to
undertake self-directed professional development activities, structured formal CPD
opportunities are seen as an important support mechanism to encourage teachci
to remain professionally invigorated and to appreciate the importance of ongoing
professional development throughout their careers. To this end, early-career
teachers are offered a number of courses and workshops to help them become
familiar with the philosophy underpinning the curriculum and effective ways to
implement it, and to help them maintain their English proficiency and develop then
understanding of the English language system. More experienced teachers are
also provided with an opportunity to attend workshops and courses to maintain
their language level and to ensure they are updated with new developments in
the curriculum and with their course books. They are also encouraged to attend
courses to enable them to undertake exploratory inquiries into their practice

and to disseminate findings to others through forums and conferences.

Despite this evident commitment to ensuring English teachers have access to
Ministry of Education CPD provision in Oman, currently there is not sufficient
capacity to fully meet all of the CPD needs of English teachers. Priority tends

to be given to the needs ofteachers inthe early stages of their career, meaning
that experienced teachers have fewer opportunities to engage in formal CPD
initiatives. The decision taken by the Ministry of Education to introduce the pilot
online CPD course described in this chapter was in part made to find a way of
increasing CPD provision for these experienced teachers. The Ministry was also
interested in examining the potential of an online course to extend the reach

of CPD opportunities to teachers working in relatively remote regions of the
country who find it difficult to attend face-to-face delivery in training centres
intheir governorates.

A number of noted benefits of online language teacher education in the literature
also informed the decision to pilot the provision of online CPD opportunities

with Omani English teachers. These include the possibility that online learning
provides for teachers to engage in CPD at atime that is convenient for them,

and the opportunity for teachers to build collaborative online learning communilie
where they can communicate and share ideas in a stress-free environment without
necessarily revealing their identity (England, 2012; Pachler and Daly, 2006).
However, this literature also highlighted a number of challenges of online learniiui
that would need to be borne in mind. Firstly, logistical challenges such as the need
to ensure clear channels of communication and well-defined roles and expectation’,
for tutors and participants, as well as issues potentially relating to internet
connectivity, school workloads and feelings of isolation due to lack of offline
support (see, for example, Hall and Knox, 2009). Collectively, these issues are



nlicn cited as the causes of high dropout rates from those who embark on online
h'lii ning courses (Murray, 2013). Other challenges raised in the literature centre

mi the quality of course design and pedagogical practices in the delivery of online
Ir.ii ning. Most notable are the importance of effective support structures and
piocedures to address the typically asynchronous nature of online communication,
iiikl the need to ensure the cultural appropriateness of online learning materials
rind activities, particularly where online CPD courses are adopted which have not
hriMi locally designed (Murray, 2013).

".nice there are very few published accounts of the challenges and benefits of
delivering online CPD opportunities to school teachers of English, it is hoped that
documenting these on the basis of our experience will be useful to language teacher
educators in other countries who are considering introducing similar innovations
In their existing CPD provision.

Description of tlie online CPD course and its implementation

iilven the limited local expertise in developing online CPD, the Ministry of Education
dt'(ided to pilot an established course, the British Council's TKT Essentials course,
Which had already been trialled successfully with teachers working in a number of
mlllerent countries. This course is geared to preparing teachers for an internationally
lecognised test of professional knowledge (the Cambridge TKT) but, since it also
piovides useful CPD opportunities for teachers in its own right, it was identified as
W suitable course to be trialled with teachers in Oman. Moreover, careful scrutiny

ill the materials and activities showed that the topics covered in the modules,
which we discuss below, were seen as valuable in helping teachers refresh and
extend their understanding of some core components of professional knowledge.
Ihey were also handled through activities which aimed to support teachers in
developing culturally meaningful and locally appropriate understandings of
practical ciassroom applications.

Ihi* Ministry of Education also decided to provide teachers with the option of

,h tually taking the Cambridge TKT after completion of the modules. It was felt that
lins internationally recognised test would not only provide teachers with an important
ltnm of professional validation but would also act as a useful incentive to encourage
Ilii-in to engage with and complete the TKT Essentials modules. In addition, it was
rjcognised that the TKT provided the Ministry with a valuable way to benchmark
Itsichers against an international teaching standards framework.

Ilie three modules of the TKT Essentials’ course offered to teachers in Oman were:
Module 1- Language and background to language learning and teaching
Module 2 - Lesson planning and use of resources for language teaching

Module 3 - Managing the teaching and learning process

Module 1 was delivered from October 2012 to January 2013 and Modules 2 and 3
Were delivered simultaneously between February 2013 and April 2013.

| ac.h module ot the FKI | sscntials course comprises a number of units.



Collectively, the modules cover the following content areas:
i Different teaching methodologies

m The language of teaching

1 The use of different aids and resources

m Lesson planning

h Classroom management

Modules are assessed by means of short written assignments, contribution to forums,
completion of set tasks and through reflective portfolio activities. Certificates are
issued for successful completion of each module, which requires active engagemenl
with all of the forms of assessment.

For the purpose of delivery, participants in the TKT Essentials course are placed
in groups of up to 20 teachers who are managed and supported by e-moderators
based around the globe. While cohorts tend to be multinational in composition,
for the 200 Omani teachers who took part in the pilot study, it was decided to
place teachers in groups that only contained other Omani teachers from the 11
governorates across the country. In part, it was felt this would help create a safe
space for online learning, and in part it was felt that this would help ensure that
contributions from other participants would be closely linked and relevant to the
common teaching concerns that teachers in Oman face.

E-moderators are there to help ensure the smooth running of the modules and

to structure and facilitate teachers’ online learning experience. They provide an
important point of contact for participants, helping with technical issues, remincflju
participants to reach completion targets for units, and offering encouragement and
reassurance at both a group and individual level. E-moderators also post discussion
threads on the online forum and can engage in those posted by others. Finally,
e-moderators are responsible for assessing participants’ successful completion

of each module. To qualify as a British Council e-moderator requires successful
completion of an eight-week training course, which familiarises participants with
the various facets of their role as described here. An important component of thr.
is to familiarise e-moderators with the differences between face-to-face and online
communication and how to address the problems this can pose when working

with linguistically and culturally diverse teachers across the globe.

Module content is delivered through a number of pedagogical tools, which emphasiM
the importance of self-study on the one hand, but also the value of collaborative
interaction between teachers in promoting their professional development on lIn
other. The pedagogical tools used to deliver this module content included wikis,
discussion forums and a diverse set of tasks, including the sharing of practical
classroom activities developed and trialled by teachers in response to the inpul
received. Each unit provides some written input, which is fed in at various stages
of the unit. After some initial input, participants are invited to process and refle< |
on this by completing set exercises for which they receive immediate feedback
Explanatory information is provided to help participants develop their understandliio



of the correct responses, and participants can elect to recomplete these exercises,
lypicaliy, following on from this, participants are invited to start discussions about
lhe topic of the unit on the discussion forum. They are also invited to respond to
discussion threads started by their e-moderator. Additional activities focus on
helping participants practise a particular teaching skill (such as writing lesson aims)
or completing reflective tasks that invite them to link new knowledge to their own
classroom realities. These activities are either undertaken with other teachers in
.mall groups who collaborate on the construction of an online document or wiki,

or are undertaken individually and stored within each teacher’s e-portfolio. Again,
supportive written input is provided to support and guide the completion of the tasks.

lhe TKT Essentials course is marketed as suited to newly qualified teachers
embarking on their career as teachers of English as an additional language but
also as providing a useful refresher course for more experienced teachers. In
Oman it was decided to offer the TKT Essentials course to help update teachers
with a minimum of three years’teaching experience, as this was the group who
were seen to be most in need of additional CPD opportunities, as discussed earlier.

Sotting up the course

Ilie TKT course was implemented in the first two weeks of October 2012 following

. number of carefully planned and orchestrated preparatory stages. First of all,

il was necessary to identify a set of criteria to help supervisors in each governorate
select the 200 participants for the course. As mentioned, one ofthese was a
irquirement that teachers were selected with a minimum of three years’teaching
experience. Efforts were also taken to ensure that those chosen were representative
ill Ihe English teaching body in each region with respect to gender, the different
stages of formal schooling in Oman and the different regions (or ‘wilyats’) within
Iich governorate. Another prerequisite for selection was that participants’ English
should be equivalent to a band 5.5 in IELTS. This is stipulated by the British Council
Jis Ihe necessary level of language competence needed to successfully engage

in Ihe requirements of the modules. Supervisors were also asked to ensure that
participants were aware of the need to work on the modules outside working hours
.iikl that they therefore had reliable internet connections at home as well as in their
si hools. Afinal criterion for selecting participants was that they would be prepared
In contribute to moderated, mixed gender online discussion forums. As the
population in Oman is Muslim, and strict protocols exist for contact between men
siihl women, this was an important consideration. However, since much of the
existing training is co-educational, in practice this did not pose a major stumbling
lilock to selecting participants.

(nice participants had been selected, face-to-face induction sessions were
delivered in each governorate by the British Council’s English projects manager
ni Oman. These took place in September 2012 and aimed to provide participants
wllli an overview of the organisation, content and assessment activities of the

i ourse. They also sought to familiarise teachers with modes of working online.

I was hoped that this would help reassure participants, the vast majority of
whom had had no piior experience of learning online. They were thus seen as



an important supplement to the online induction that teachers would receive
at the start of the first module, providing participants with an opportunity to seek
clarification on any concerns they had.

Monitoring the implementation of the pilot course

Bearing in mind some of the logistical issues that are not uncommon with online
learning, which we outlined earlier in the chapter, before participants embarked
on the online course, a number of steps were taken to monitor it over the nine-
month timeframe to ensure its smooth running. Firstly, administrative support
structures were put in place to establish clear lines of communication between
the Ministry of Education and the British Council.

From the Ministry’s side, the project was overseen by the English Training team
at the Main Training Centre in the capital city, Muscat. In addition, ten English
trainers across the country were selected to be e-observers who were given
guest access to the TKT Essentials course. This allowed them to observe the
delivery of the course, to see how the e-moderators communicated with and
related to the course participants and to get a feeling for what was taking place
online in terms of how participants were engaged and learning. It was intended
that the role of e-observer would also provide trainers with a useful professional
development opportunity. They were also offered the opportunity to take a British
Council e-moderator course once the pilot had been completed. E-observers
were also there in a supporting role for teachers in their regions, providing an
additional point of contact to the e-moderator for participants who were struggling
with technology and some of the online learning tools. They also assisted with
some administrative tasks, notably the distribution and collection of registration
forms for the Cambridge TKT.

From the British Council's side, the management of the delivery of the modules
online was overseen by the English Projects manager in the British Council centre
in Muscat who maintained close contact with the regional administrator based in
Bahrain, who oversees the delivery of the British Council's e-moderated courses
in the Gulf region. This regional administrator also served as an important point
of liaison between the English Projects manager in Muscat and the team of
e-moderators who were based around the globe. Finally, the English Projects
manager was also a point of contact between the English course manager and
the British Council’s e-learning team, based in Prague, and the TKT Essentials
course team in Istanbul. We anticipated the need for regular meetings between
the Ministry and the British Council as a way of sharing information. Figure 1
summarises the chains of communication that were set up, with arrows indicating
the flow of information and feedback within the two partners in the project,

and how information was intended to pass from one party in this collaborative
venture to the other.



l'igure 1: Channels of communication set up in and between stakeholders in the
partnership at the start of the project

Ministry of Education The British Counci!
Ihe English Training Team in the The English Projects
Main Training Centre Manager in Oman
I n
Regional E-observers Regional administrator in Bahrain
The participa?ing teachers /
E-learning

E-moderators

(around the globe) administrator

(Istanbul)

IT team
(Prague)

With the involvement of various contacts in the British Council (both locally,
logionally and globally) and those in the Ministry of Education, we soon identified
lhat the layers of communication created considerable complexity and required
more careful monitoring in themselves than we had originally anticipated. This led
lo the generation of considerable email traffic and increased meetings to address
issues that surfaced, often technical in nature. This, we quickly learned, was a
necessary way of ensuring that issues got resolved as speedily as possible in the
interest of ensuring the quality of teachers’ learning experience.

Another important way in which we monitored the implementation ofthe pilot
study was through aformative evaluation of the experiences of participating
teachers and e-moderators after completion of the first module of the TKT

| ssentials course in January 2013 and before they embarked on Modules 2 and 3.
As Waters (2009: 27) indicates, formative evaluations as opposed to summative
evaluations serve a useful purpose in project management, helping to provide
warning signals of potential problems impacting on the success of an innovation
hut which, with adjustments, may be avoided. By soliciting the views of teachers,
we were also keen to ensure that they felt they had a voice in this pilot project
.ind that their concerns would be listened to and their opinions valued.

lo obtain teacher perspectives after completion of Module 1, we designed an online
survey, which was completed by 138 teachers in February 2013. This concentrated
i *i their views and experiences of online learning at that point in time and the suitability
n| the content and activities in Module 1 Table 1 summarises the perspectives of
teachers with regard to Module 1 content and activities.



Overall, units In Module 1 Strongly agree/Agree Disagree/Strongly disagree

Provided me with a broad 97% 3%
overview of ELT knowledge

Introduced me to new ideas 94% 6%
about ELT

Encouraged me to try out 93% 7%

new ideas in the classroom

Helped me to identify areas for 91% 9%
improvement in my teaching

Were at the right level 76% 24%
of difficulty

From the table it can be seen that the vast majority of participants were enjoying
the course at that time and felt they were gaining new knowledge about English
teaching, which they saw as helping them to reflect on and evolve their classroom
practice. The survey also revealed that most (91 per cent) felt comfortable learning
online. However, an important issue raised by teachers at this point in the pilot,
detailed in open-ended responses in the survey, was some confusion over the role
that their e-moderators were expected to play. Some teachers compared their own
experience unfavourably with that of other teachers with different e-moderators.
Particular concerns at this point were the amount oftime that some e-moderatoi \
took to reply to their queries and the amount of contact and support they had.
From informal feedback obtained from e-moderators at this stage of the pilot,

it was evident that e-moderators were concerned that some teachers were not
regular participants in module activities. While closer inspection of these cases
suggested that this was due to reasons such as workload or personal problems,
which we couldn’t do much about, in afew cases it was simply because participant*,
did not know what to do. On the basis of this feedback it was decided to ask the
regional administrator in Bahrain to remind e-moderators of the challenges faced
by these novice online learners, such as unfamiliarity with some aspects of online
work, pedagogical practices and learning across cultural divides.

Evaluating the success of the innovation

In addition to the formative evaluation process described above, it was considered
very important to take steps to undertake a summative evaluation ofthe experiem r.
of key stakeholders involved in the course, to gauge the success of the innovation
As stated earlier, we were particularly interested in understanding the Omani
experience of online CPD delivery in order to establish its potential as a suppler™Mil
for face-to-face delivery. For this reason we focused on collecting data on the
perspectives of teachers, the English trainers acting as e-observers and those
responsible for administering the course in the Main Training Centre. The ways we
did this and the insights these different groups of stakeholders provided into the
delivery, design and perceived impact of the course are now discussed in tdrn
Although in hindsight we think it would have been useful, we did not seek to
formally evaluate the perspectives of the course e-moderators.



teachers’ perspectives

We saw developing a mechanism to collect data on teachers’ perspectives of their
cinline learning experience as crucial in developing an informed understanding of
llie success of the innovation and the potential of online CPD provision in Oman,
the results obtained by the 169 participants who took the Cambridge TKT presented
In fable 2 showed that most of them obtained Band 3 for the three modules of

1u; test that the TKT Essentials course had helped prepare them for.

i.ibie 2: Band scores attained by participants who took the TKT examination

Module Band attained by teachers (by number of teachers)
Band 4 Band 3 Band 2 Band 1
Module 1 12 134 20 3
Module 2 17 126 24 2
j Module 3 20 125 22 2

While these results suggested that their knowledge of teaching was generally
.1imprehensive according to the Cambridge TKT assessment criteria, we did

iml feel they were an adequate way to gauge the success of the innovation for
Imi licipating teachers. Not only had we not ‘measured’ their knowledge before they
li.kl commenced the course, but we also felt that the success of the course lay
more in whether teachers had found their experience to be personally meaningful
lo Them. We were interested to gain insights into whether they had found the

iii livities and module contentto meet their needs as teachers, what they felt had
lim'n the benefits and pitfalls of engaging in online professional development

in livities, and the extentto which the structured support both online and offline
W.r; seen as helpful and adequate.

IML,i was obtained on the teacher experience in two ways. Firstly by a second
emline survey, which was distributed at the end of the course, after participants had
Liken the Cambridge TKT in May 2013, but before they had received their results.
Ilir. second survey asked them for their views on the suitability of the content and
N livities of Modules 2 and 3 and their overall impression of their experience over
Hie nine months; their views of the online and offline support structures, the online
le,lining experience and the course design. It also asked them how well they felt the
miiiii se and the e-moderators had prepared them for the Cambridge TKT. The surveys
used a combination of close-ended, Likert scaled and open-ended questions.
Ninety-three, orjust under half, of the teachers responded to this.

In jiddition to the surveys, regional focus group interviews with participating

s ,n hers were conducted in each governorate in May 2012 by the English trainers
Ihiforming the role of e-observers. The purpose ofthe focus group interview was
in piovide supplementary data on participants’ perspectives, which could help
shed further light on some of the survey findings. It was also felt that the interviews
-m||(] provide participants with an opportunity to talk frankly about their

' -pel iences, in a way some of them might have felt reluctant to do in open-ended
hi vey questions, despite the fact that surveys were completed anonymously.

| obseivers were asked lo select four pat tic.ipants from their governorate who



would provide a good range of perspectives and opinions about the course,
based on their personal dealings with them.

Teachers' views on the course content

Results from the survey and focus group interviews undertaken with teachers show
that they were generally very positive about the content of the TKT Essentials coursi
A summary of their perspectives is shown in Table 3.

Table 3: Participants’ perspectives on the course content by percentages

The TKT Essentials course Strongly agree/Agree Disagree/Strongly disagree
Met my developmental needs 97% 3%

Was engaging 74% 26%

Helped my teaching 73% 27%

Was informative 73% 27%

Is suitable for teachers with my 81% 19%

years of teaching experience

From Table 3 it can be seen that most participants felt the TKT Essentials course
matched their needs, generated new learning and was appropriate to their
experience level. On this basis, almost all of the teachers (98 per cent) who
completed the survey indicated that they would recommend it to other teachers.
In open-ended questions, as the two illustrative comments below show, participants
were very positive about the content of the various modules, indicating that they
found the majority of topics covered to be relevant and interesting, and that they
helped them improve their understanding and practice:

Thankyou so much for providing this course for Omani English teachers.
It is valuable and fruitful indeed.

This is my first online experience and I really enjoyed it. | recommend this
course for all teachers of English to improve themselves and their teaching.

One way we tried to gauge the sorts of learning opportunities the course providtid
for teachers was by asking them if they found the content challenging, and which
particular things they found to be most challenging. This also provided useful
diagnostic information for the Ministry of Education regarding what sorts of thing-,
teachers may need additional support with when taking face-to-face training
courses and workshops. An overview of the degree of challenge posed by the
course content and activities is shown in Table 4.

Table 4: Participants’ views on the level of challenge of the materials and activities
in the TKT Essentials course as a whole

The level of difficulty of the TKT module content and activities

At the right level Challenging Not challenging enough

71% 14% 15%



lable 4 shows that the course content was deemed to provide the right level of
dilficulty for most participants. For the 15 per cent of participants who did not feel
challenged, reasons given included the fact that they felt they had covered the
'..une content in their university courses previously. Nevertheless, by examining
Iheir views on the level of difficulty they experienced with individual modules and
units within these, we identified that there were units which almost all participants
lound challenging. This suggested that almost all of the teachers who participated
in lhe course were able to learn something new. In Table 5, those units which were
moen to have had the greatest impact on participants’ understanding of English
leaching knowledge are provided to illustrate this finding. These results have
provided the Ministry with useful information for areas to concentrate on further
in face-to-face training sessions.

fable 5: Units perceived to have improved participants’ knowledge and skills and
helped them reflect on their practice

TOPICS The extent to which the topic improved knowledge and skills/or
helped teachers to reflect on their teaching practice

A great deal To some extent TOTAL
lhe role of error 51.8% 43.0% 94,8%
learner-focused units 54.4% 40.4% 94.8%
(learner differences,
i li.iracteristics and
needs)
Motivation 50.4% 44.8% 95.2%
Identifying and 47.0% 51.8% 98.8%
m.electing aims
‘.electing and using 48.2% 49.4% 97.6%
supplementary
materials
Choosing assessment 45.8% 51.8% 97.6%
H livities

".nice most of the participating teachers went on to take the Cambridge TKT, the
teacher survey also asked about their views of the relationship between the TKT

| ¢sentials course and the test. Results showed that 69 per cent felt there was a good
match between the content of the TKT course and the final exam. In terms of how well
lhey felt the course had prepared them for the exam, however, results were more
mixed. Of the 82 responses received from an open-ended question about this, 32 felt
lliat it did, 21 that it did to some extent butjust over a quarter - 25 - did not feel that
Hilad prepared them well. The main reasons teachers gave for this last viewpoint were
th.il they received no sample tests and were not told what would be in the examination.

Ic.ichers’ views on their experience of online learning

Avery important finding, as Table 6 shows, is that the majority of teachers found
online learning to be a positive experience. This is very encouraging given that
Vofy few teachers had had any previous experience of online learning. It is also
emother important success indicator for this project.



Ifound online learning

Enjoyable 79.3%
Effective 78.6%
Flexible 82.6%
Comfortable 90.9%

Nevertheless, online learning did present some challenges for teachers as reported
in open-ended questions and in the focus group interviews. Some reasons given
for this include the fact that they struggled to navigate the website, were not clear
who to ask if they needed help and that they often had to wait several days for
responses to their queries. However, the main reason that seemed to affect
participants’ experience of learning online was difficulties in accessing the internet
at home. This was mentioned by 55.6 per cent of all participants. Because of this,
some participants relied on trying to complete assignments for the TKT Essentials
course during the time they were at school.

Teachers’ views on the delivery of the course

Participating teachers were also asked about the delivery ofthe course and the
various support structures put in place to assist them. Below we first consider theli
views on the face-to-face and online inductions they received and then consider
their views on the support they received from e-moderators and e-observers.
Table 7 summarises teachers’ views on the induction process.

Table 7: Participants’ views on the usefulness of the induction at the start of the com m

The usefulness of: Useful Not very useful
The face-to-face induction 81% 19%
The online induction 84% 16%

From this table it can be seen that on the whole teachers were happy with both the
introduction to the course provided by the British Council in different governoratcs
and with the online induction unit. These findings were corroborated by response’,
to another survey item, which asked about the degree of match between their
expectations ofthe programme and the reality of doing it. This showed that 71 pci
cent of participants felt there was a good match. However, with regard to the ways
in which the induction process prepared them for the Cambridge TKT, only 50 pci
cent felt this had been adequately covered.

Participants commented extensively on the TKT e-moderators in the open-ended
questions on the survey and in the focus group interviews. They clearly felt the
e-moderators were crucial to the quality of their learning experience. The majority
of teachers found their e-moderators provided them with regular feedback and
information about the requirements of the modules. Many also found it easy to
contact their e-moderators when they needed to and found their e-moderators

to be supportive and encouraging, as the following quotes from focus group
interviews illustrate:



My e-moderator was very helpful and patient.

She was there whenever | needed her help and she always encouraged me
if | was late for any reason.

llowever, there were also a number who were unhappy with some of
lhe e-moderators. The following table reflects the main concerns raised
about e-moderator performance.

Table 8: Participants’ views on poor practices of some e-moderators

Poor practices of e-moderators mentioned by some participants
= Took many days to respond to participants
« Rarely contributed to the discussion forums

« Didn't make things clear regarding what was expected, particularly regarding the module
assessment and other procedures

- Showed little flexibility around individual circumstances and deadlines

« Rarely offered encouragement or support

« Did not provide participants with a sense of how they were progressing.

In general, there was afeeling that there was a need for e-moderators to be more
sympathetic regarding participants’ personal circumstances, work commitments
iind their lack of experience of online learning. Participating teachers also felt they
needed more guidance and updates on how they were progressing. As one
participant said in afocus group interview:

She [the e~moderator] wasn't a regular visitor to the forum. There was no
continuous feedback. We got one feedback in our reflectivejournal at the
beginning and one at the end. We got no feedback on how we were doing
in the forum, if what we were doing was wrong or right.

Again, participants also highlighted the issue of exam preparation as well, with about
(me-third of participants commenting that they did not feel they got sufficient support
wilh this from their e-moderators.

I mally, with regard to the e-observers, participants were appreciative of the efforts
they made to support them face-to-face or by telephone when they had concerns.
Ilowever, they were not entirely certain of their roles, as reflected in suggestions
tor how to improve their role. Some participants proposed that the role of

i' moderators should entail more face-to-face classes to support the online

lisir ning or that they should take on some of the responsibilities of e-moderators.

Ic.ichers’ views on workload and time management issues

I'issonal workload and time management issues were mentioned by almost all

p.n licipants. For some, an important positive point of learning had been working
iml how to manage their time and create space for professional development

.h livities alongside the requirements of theirjobs. However, the results of the

ui vey and focus group interviews revealed that, as has been signalled in the

lllei ature (see, for example, Murray, 2013), workload and time management issues
were a concern loi many. Just over half (52 per cent) mentioned that they had found
il veiy challenging lo m,in.h|e llie demands of the course alongside their school



workloads. This impacted on the time they had to complete the course requirement'..
They made many suggestions for addressing this situation. These included extending
the length ofthe course and having a bigger gap between the end ofthe course
and the examination. This was also one important reason why some dropped out
of the course, an issue which will be discussed in more depth below.

The perspectives ofthe e-observers and the administrative team in the
ministry’s Main Training Centre

The ten trainers who acted as e-observers during the pilot TKT project were also
asked for their views ofthe experience of being e-observers. This information w.r.
collected via face-to-face informal chats and in some cases via telephone interview.
Most of the e-observers agreed that the experience of being e-observers hadn’t
really enriched their knowledge and practice as trainers and that their role had
ended up being largely an administrative one. Moreover, echoing the views of
the teachers themselves, they felt it was not clear how they could support the
participating teachers with their learning, as this was the role ofthe British Council
e-moderators. One e-observer, for example, offered the following observation,
typical of the views held by many:

I really don't know what | gained from this experience. | did a lot of administration
for sure, but since | wasn't taking the course, | wasn't clear as to what | was
supposed to do online.

For those overseeing the delivery of the pilot in the Main Training Centre,

the administrative burden was also seen as a problem, particularly atthe start
ofthe course, with many teachers needing assistance in logging on, and towards
the end ofthe course when test registration forms and the arrangement of
test venues around the country had to be addressed.

Reflections on our experience and some key learning point*.

From the results of the evaluation outlined above, it is clear that in some ways

the innovative approach to CPD for English teachers we introduced in Oman was

a success. It was deemed to generate meaningful new learning opportunities

for teachers who were also largely enthusiastic about their experience of online
learning. Ministry of Education staff have since received a lot of requests from

the teachers who participated in this course to be given the opportunity to be
enrolled on further online CPD courses, and other teachers who did not particip.iln
have also asked to be enrolled on similar courses. Spurred on by these request’,
and the results of the evaluation, a decision was taken to enrol a further cohort

of 250 teachers on the TKT Essentials course for the 2013-14 school year.

However, to address the issues raised by the pilot study, a number of adjustment’,
to the delivery of the course in 2013-14 have been put in place, which we hope will
help ensure a better experience for all. These changes were developed in a numbei
of meetings between the English Projects manager at the British Council and |he
English training team in the Main Training Centre. The meetings involved careful
scrutiny of all of the data collected during the evaluation and our own expetiem cv



ill administering the course. We identified the following action points as a result of
this process, which we addressed in advance of the enrolment of the second
i ohort in October 2013.

| Toimprove the selection and induction procedures

Allhough only a small number of participants withdrew from the course

1 11 after Module 1and 15 during Modules 2 and 3), an examination of the reasons
f<f this revealed two factors that pointed to a need to improve selection procedures
mid lor more written documentation to support the induction process. Indeed,
lliose factors seemed to be closely connected. The first was that some participants
li.id taken the decision to enrol without fully understanding the commitment this

1 nuse would require of them. Secondly, in afew cases, participants claimed they
li.id been enrolled for the course without full consultation. To help ensure that only
liichers who were genuinely committed to the course were selected for the 2013-14
i ohort, information about the course was uploaded on the Ministry of Education’s
doctronic forum. In addition, the British Council developed a PDF providing
iomprehensive information about the course, the roles and responsibilities of

e moderators and examples of the module tasks and assessment requirements,
which was handed out during face-to-face induction meetings.

1 To ensure participants are aware of the workload issues involved in online learning
lho issue of workload was another reason why some participants dropped out

el lhe course. However, given that participating teachers were experiencing online
It=.nning for the first time, iri our pilot study the dropout rate was remarkably low.
\overal participants suggested that teachers should be given a reduced teaching
In,id when undertaking online CPD but, since there are no plans to put this into effect,
I'is important that teachers are fully aware of the demands of online learning. This
i.sue has been addressed this year more explicitly in the face-to-face induction
sessions. Teachers who were participants in the first cohort were also invited to

it lend the induction sessions for the second cohort and to share some of the ways
H which they managed the dual demands of the course and their teaching loads.

i lo ensure a greater consistency of good practice among e-moderators

lino element that was evident in the feedback provided by participating teachers in
Hie pilot project was that they perceived the e-moderators’ presence to be hugely
Important in helping sustain their motivation for the course and manage the online
le:i: ning process. Steps have been taken to try to ensure that e-moderators are
iii.ide aware of the fact that the majority of participants taking the TKT modules are
iiiil. imiliar with online learning and face challenges of accessing the internet in some
til (ms, which can, in turn, affect their ability to work to deadlines. Our experience
.mjgests that when online CPD courses are offered by external providers to novice
(inline learners, efforts will need to be taken to ensure that e-moderators are more
hilly conversant with important contextual factors that may impact on delivery and
eupport. This requires, on the one hand, that sufficient information about the
support needs of participating teachers is made available to external providers
limn those overseeing the delivery of online CPD courses in country. On the other



li.ind, it highlights a need for external providers to ensure that additional induction is
given to e-moderators working with novice online learners who may be technologically
challenged and unfamiliar with the degree of self-direction required by learning
online. Attention to these factors and to the need to ensure uniformity of practice
between e-moderators is perhaps particularly important when large numbers of
teachers from one country are enrolled on a course, as they will inevitably compare
and contrast their experiences.

4. Torevisit the offline regional support structures

The ten trainers acting as e-observers did not really find that their role gave them
a good opportunity to learn about the training. In part, this is because their role
was not well structured. They also complained about the additional administrative
burden ofthe TKT intheir role as e-observers. We believe that support at a regional
level is important for teachers taking this course in Oman. The e-observers provide
an immediate point of contact and, as happened last year, there were many
instances when teachers felt too shy to ask e-moderators for support with
technical or other learning issues. Inthese cases e-observers could contact the
Main Training Centre team, who could then pass support requests on to the British
Council team to address. To address the issues raised by e-observers in the pilot,
this year we have identified atrainer and supervisor in each governorate to share
the burden of meeting any offline support needs of teachers. Both members are
also encouraged to observe one online group as last year but have been provided
with a series of online observational tasks to help structure the experience. It is
hoped that this added structure and support will also generate some useful offline
discussion, helping to forge important collaborative bonds between trainers and
supervisors at a regional level.

Conclusion

Although there is a growing literature on the experience and impact of online

CPD opportunities for TESOL teachers in higher education, such as through the
provision of online Masters courses (England, 2012), there is still very little
literature on the value-added potential of online CPD courses for school teachers
of English. This chapter has sought to go some way to filling this gap. Our objective
has been twofold. Firstly, to share some of the insights we have gained from our
experiences into what factors need to be addressed in helping to ensure that the
potential of online CPD to support teachers’ ongoing professional development

is realised. Secondly, it has sought to describe the added value of seeking out
different stakeholder perspectives in understanding the experience of online CPD.

Inevitably, the lessons we have learned from the efforts to introduce online CPD
opportunities for teachers in Oman will not all be transferable to others who

may be considering developing similar initiatives. Some of the challenges we h.ivc
described here stem, for example, from the fact that the e-moderators and the
teachers needed not only to bridge technological and geographical gaps, but ;ilvi
to bridge teaching and learning cultural divides as well. Clearly, if online CPD
opportunities are introduced and developed within one country, this sort of issue
is unlikely to be so pronounced. Nevertheless, other factors such ¢is workload



or challenges posed by lack of familiarity with online learning are likely to resonate
with teacher educators in many settings and we hope the ways in which we are
currently trying to address them will provide useful information for anyone considering
this type of course. Finally, as we have seen, logistical problems of administering
and managing online CPD courses are important complicating factors in delivering
such professional learning opportunities. In our project, these were perhaps
exacerbated by the collaborative venture between the Ministry of Education and
lhe British Council that was at the heart of the project. In such endeavours, as we
discovered, it is essential to build a strong and trusting relationship if online CPD
initiatives are to be given a chance to work. It Is this understanding and co-operation
between both partners that has enabled the collection of honest and relevant
data in supporting recommendations and implementing changes, which are now
being put into effect.

We want to end this chapter by saying a few words about success in the context
of online CPD initiatives. For us, success was measured by the perceived value
Ihat the innovation we introduced was given by teachers. This is clearly very
important but there are a number of other valuable success Indicators that are
worthy of attention. Our evaluation was able to say very little about what sort of
difference the training has made to teachers’ classroom practice, for example.
Il has also not examined the quality of the online discussions in building a
collaborative community of practitioners, which is important for sustaining
loachers’ professional development. These lines of inquiry are ones we are
currently seeking actively to explore In furthering our understanding of the ways
in which online CPD activities help support English teachers in Oman. We would
suggest that these are likely to have broader relevance for language teacher
educators everywhere as part ofthe need to understand the full potential of
new technologies to enhance language teacher education.
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Introduction

Il isa commonly recognised problem that teacher-training institutions across

Ihe developing world are unable to meet the teacher education needs of English
language teachers (Global Campaign for Education, 2012), whether on pre- or
in-service programmes. The complex multiplicity of systemic, geographical,
political and other challenges often mean that out-of-school in-service provision,
in particular, has to be delivered en masse and away from the local school
environment. Teachers may take little of practical value back to their classrooms
Irom this kind of in-service programme, or soon revert to former, unproductive
ways of teaching in their familiar school environment. There is thus a strong
.rgumentfor in-service professional development taking place directly in schools,
improving the skills and techniques of teachers in their own classrooms. However,
many teacher development programmes that aim to reach teachers in schools
mssume atechnological infrastructure and familiarity that may not exist and fail

lo acknowledge the barriers that lack of access to technology creates (UNESCO,
>012), which can, in turn, be de-motivating to teachers and students frequently
l.iced with large classes and poorly equipped classrooms, with no or intermittent
electricity and a blackboard as their sole piece of equipment (EIA, 2009b).
balancing low-tech reality with efficient and easy-to-use high-tech solutions,
which are both sustainable and scalable, remains a challenge.

In response to this, English in Action (EIA), a nine-year UK Aid-funded partnership with
lhe Government of Bangladesh, is working with 12,500 primary and secondary school
le.ichers of English between 2012 and 2014 to deliver professional development

ihrough low cosl mobile phones. This intervention follows on Irom a pilot study with



750 teachers, which resulted in modifications in approach and materials based on
wide-ranging user feedback and ongoing project-wide research, monitoring and
evaluation. Between 2014 and 2017 the project will scale up to work with 75,000
teachers across the country.

In this chapter, we will look atthe context within which CPD operates in Bangladesh
and describe earlier and concurrent approaches to dealing with an overwhelming
need for in-service training of teachers. We will then outline the innovative concept
of mediated video that EIA has developed using materials on Secure Digital (SD)
cards in accessible low-cost mobile phones to deliver a more personalised and
reflective approach to teacher professional development, and also tell the story
from the perspective of ateacher participating in the project. The chapter will
conclude by discussing how the EIA approach is demonstrating the potential to be
a very effective model for continuing professional development (CPD), particularly
in development contexts, being scalable, adaptable, sustainable and economically
viable for both teachers and governments.

A large-scale challenge: the context of CPD in Bangladesh

English in Bangladesh

The vast majority (98 per cent) of Bangladesh’s 156 million people use Bangla as a
first language and 89 per cent are Muslim. Soon after independence in 1971 Bangin
became the medium of education at all levels except in Madrasah schools and some
English-medium schools in the cities (Hossain and Tollefson, 2007). Despite the
small percentage of non-Bangla first language speakers, the number still amounts
to around 3.1 million people who speak some 40 languages (www.ethnologue.com),
with strong and deep-rooted linguistic, ethnic and cultural histories.

As English has gained ascendency as a global language, it is now perceived as an
economically valuable language in Bangladesh and as a useful, marketable skill.
Some currently undeveloped economic sectors have the potential for major
expansion that would be accelerated by the availability of English-speaking
workers. In particular, jobs in the digital economy, where English is widely used,
are a key part of the government’s growth strategy for Bangladesh, but lack of
proficiency in English has been identified as a major barrier for the development
of this sector (GoB and UNDP, 2010). As in other developing economies, in more
recent years the Bangladesh government has actively promoted English languag<t
throughout the education system. English has been a compulsory school subject
for all grades (1 to 12) since 1986 and throughout much of this period there have
been a number of large-scale reform initiatives, aimed at developing the quality
of learning and teaching of English. Ultimately, the government aim is to improve
the profile of English in the country to prepare aworkforce that is better able

to participate in the global economy (GoB and UNDP, 2010).

Yet, despite the importance the government attaches to English and the investment’,
made by the government and funding agencies such as the United Nations, the Woi Kkl
Bank and bilateral donors such asthe UK, the level of English language competeiu <
among students and theirteachers is often low. In 2009, prior to the IIA intervention,
a baseline study of 4,171 students’ spoken language i ompetence lound there w.r.
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little evidence of progression through the primary schools over five years, with the
majority of students (78 per cent) being at Trinity College level O or 1 over the first
five school grades. There was also little evidence of systematic progression through
secondary schools. The majority of students (97 per cent) in school grades 7 to 10
had the same language ability as those students in grade 6 (EIA, 2009a).

English teachers and professional development

Government and government-registered schools are predominant in the education
system at primary and secondary levels. All these schools follow the same National
Curriculum, or a curriculum closely linked to it, and they all prepare students for
the same set of national examinations.

Initial teacher preparation

Currently, some 100,000 primary and secondary schools are engaged in teaching

I nglish across Bangladesh (www.moedu.gov.bd/old/edu_statistics.php). Pre-service
preparation to join the teaching profession shows some diversity in pathways and
not all teachers may have received full training. In theory, teachers are now expected
lo be higher education graduates. In practice, many trainee primary teachers who
lollow pre-service programmes atthe country’s 57 Primary Teacher Training Institutes
(PTls) are in fact in-service teachers. Due to general teacher shortages and a lack of
<opacity atthe PTIs, many teachers have previously entered the profession qualified
only with a school-leaving certificate. Primary teachers are expected to teach all
subjects though the PTI training programmes have subject-specific components;
lor English this includes both English language proficiency development (subject
knowledge) and English teaching methodology (pedagogic knowledge). Since the
government, through the National Curriculum and Textbook Board, has actively
meought to promote communicative language teaching and related approaches since
the late 1990s, both the national school textbooks and the training materials have
visibly reflected this concern. Moreover, with the phased introduction ofthe new
Diploma in Education (first piloted in 2012 at seven PTIs, and extended to afurther
} I since 2013), initial teacher preparation for primary teachers is now overtly placing

i onsiderable emphasis on reflective practice and extended periods of supported
practical experience in schools directly linked to the institution-based input.

Al present, secondary-level teachers (working at grades 6 to 12) frequently enter
lilt; profession with no specific pedagogical preparation. Although all are higher
education graduates, not all those who are assigned to teach English have a degree
in I nglish. Teacher Training Colleges (TTCs) offer two-year Bachelor in Education

i onrses but only a limited number of serving teachers may have qualified at these
institutions. A limited number of teachers are given opportunities to attend
lhree-week refresher courses at TTCs or the National Academy of Educational
Management (NAEM), though in reality for many ofthem this could be their first
systematic pedagogic preparation.

(1''Vin service professional development

Ap.n 1from a generally held belief in the intrinsic importance and benefits of

i nnlinuous professional development, both government authorities and funding
agencies have long recognised the need for large-scale in service programmes.
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Whether stated officially or unofficially, inconsistencies and lack of capacity in
initial teacher preparation for much of both the primary and secondary sectors
have left space for an important role to be played by in-service or CPD programmes.
For English teaching in particular, there has thus been a long history of government
initiatives, with and without international support at least from the late 1980s.

Here again, levels of provision and access have been highly diverse with
opportunities for professional development for serving teachers varying greatly
in duration, appropriacy and quality. However, many of the programmes
themselves share a number of common features. For the majority of in-service
programmes, teachers would be away from their school for one block of time,
six days under the government’s current subject-based training programme and
commonly about three weeks for secondary teachers on the English Language
Teaching Improvement Programme (ELTIP), which ran from 2000 to 2010, and
with the Teaching Quality Improvement initiative (TQI). Generally these would be
once-in-a-career opportunities and the participants would often attend as the
only representative from their schools. The professional development content
would generally have been designed by mixed teams of national and international
teacher education specialists and, certainly in the case of the larger-scale
internationally supported programmes, there would be a clear leaning towards
communicative approaches. Cascade models of delivery would be common,
with most teachers receiving their training from a local master trainer.

Current fevels of practice

Despite some changes in classroom practice traceable to the ELTIP project

(Das and Bentinck, 2013), by the late 2000s the government remained concerrml
that attainment in English by school learners was still low and that teachers wei <
not managing to work with the textbooks in the communicative way that had bn mi
envisaged. When, in 2009, the new English in Action project carried out a seric.
of pre-initiation baseline studies of classroom practice the findings were quite
striking. As well as confirming that the majority of teachers in primary school’,
had low levels of English language skills, they also revealed a continued reliant <
on reading-based, grammar-translation methods. Among the findings from 2V’
classroom observations were the following:

a Teaching was based almost entirely on the blackboard or textbook.

a Interaction and participation by learners was extremely limited; in the majoi 11,
of the lessons, fewer than halfthe learners had any opportunity to particip.iln

a Learners spoke English very rarely.

h By far the most common type of interaction was closed questioning; othn Himl
of activity including open questioning; learners reading from the texlbook wmi*
found in ten per cent of the lessons.

N Teachers used more Bangla than English (in 67 per cent of the lessons),

a Teaching aids were used in less than six per cent of the lessons.



The schools in which these lessons were observed were spread across the country
and included a number of rural locations (EIA, 2009b). These findings are confirmed
by other researchers (e.g., Chowdhury and Phan, 2008; Hamid and Baldauf, 2008).

A major finding of Das and Bentinck’s investigation into the sustainable impact of six
professional development-based reform initiatives was that most ofthe interventions
had failed to achieve lasting impact on classroom practice due to ‘a lack of monitoring
and evaluation during and post project period, lack of ownership on the government’s
part, teachers’ reluctance to adopt new techniques, lack of support from the head
teachers, senior colleagues and a lack of integration among various project
interventions.’ (Das and Bentinck, 2013: 4)

Challenges

lhus, towards the end ofthe last decade it was clear that many learners in schools
were still unable to achieve the levels of English that it was thought Bangladesh
would require in order to optimise its opportunities for global engagement from

i position of strength. A picture was also emerging that continued investments of
elfort would be required in order to raise the capacity of the teaching force to the
levels required. To reach the required number of teachers, and have the sustained
emd consistent impacts in classroom practice that so far were little in evidence,
mny resources that were available would clearly need to be spread carefully. Using
(onventional approaches of occasional workshop-based tuition meant that, even
with a large investment package, it would be too thin a spread to have lasting
classroom impact.

Iherefore, as previous interventions, despite their large scale and apparently
Intrinsically expert quality, had not succeeded in bringing about lasting changes
in practice, one ofthe main challenges for new initiatives would be to find an
ipproach that would lead to sustained impact over a long period. Ifteachers were
Indeed reluctant to adopt new techniques it may have been because they were not
piesented in such ways as to make them seem fully appropriate and accessible.
hi it may have been that teachers generally experienced only one-off exposure
In IThe new concepts and practices; thus, once they came to review what they had
F.icned from the training programmes and were trying to put it into practice,

llioy may have lacked opportunities to get answers to their queries and resolve
siims of confusion.

Il p.also possible that teachers may have lacked any real incentive, not to mention
support and encouragement, to make them persevere in trying to make permanent
‘li.mges to their practice, especially if they were coming across unexpected
dilllculties. It may even be the case that by the lime the new practices had passed
down the cascade through various layers, from course designers through different
levels of trainers, the original messages, howovei well conceived and prepared,
Hiily have reached the teachers with lev. <<ilien>iii .» ,md cl.miy |han would be needed
i”i lliem to be readily accepted oi l.ilm-ii mi In..ml [Liliii ,illy, (<mic.ison foi any
IH k ol sustainable take-up could I.............. D I.my n| ihi"<a |,n lor.



Making space for alternatives: the English in Action innovation

The rationale for a new approach

Therefore, at the inception phase of EIA in 2008, it was obvious that a new,

more innovative approach had to be adopted to assist the project in being more
creative and imaginative if the cynicism of teachers overburdened in recent years
with international projects was to be avoided. Making a space where people can
imagine possible futures can be a ‘motivator for getting unstuck’ (Ogilvy, 2006: 22)
by creating alternatives to current practices.

The technology

Internationally, there are few large-scale examples of teacher professional
development delivered through mobile phones. Inthe UNESCO (2012) series on
mobile learning, several examples are given where mobile phones are used to delivei
teacher support and classroom materials (e.g. the MXit platform in South Africa
and the Road to Reading programme in Mali). However, it is significant that in those
examples, teachers need an internet-enabled mobile phone and the resulting
higher costs limit access to the vast majority of teachers and learners.

Being aware ofthe popularity of the mobile phone in 2008, and mindful of the likely
surge in ownership that was predicted to happen across the developing world, | 1A
went for an approach that was radically new in Bangladesh. Instead of taking teachei
out of the classroom to access training, it was decided that CPD would leave the
training centres and come directly to the teachers in their schools. A perfect stoi in
scenario of the expected exponential growth ofthe mobile phone impacting with Ur
failure of the cascade model of CPD led to the innovative approach of developing
video and audio resources which could be delivered offline on handheld device'. In
provide training directly to individual teachers. Video on the mobile would offei .ni
immediacy of impact and a degree of flexibility that much conventional training
room-based, trainer-led and time-bound input often could not match. If, as seemed
likely, they could be made easily accessible to teachers in a ‘view anywhere, view
any time’ package, then videos of classroom practice would not merely bring ci'l)
directly to the teachers but they could also take them directly into other teachei m
classrooms to see models of good practice.

In the pilot phase of English in Action (2009-10), to test the viability of the EIA
approach, EIA developed teacher professional development resources (audio .ithl
video) pre-loaded on the Apple iPod Nano (for primary teachers) and iPod Tout li
(for secondary teachers). The use of high-end Apple technology, while acknowl(>d<|ei |
as impractical in terms of scale and sustainability, enabled the project to tesl out
the concept of using non-internet-based handheld technology for classroom .mil
school-based CPD at atime when low-cost mobiles were unable to deliver high gu.ilil.
video. There was an assumption that by the time it came to scaling up, low co\l
solutions accessible to the average teacher would be much more readily avail.ihl>
and familiar, and this was indeed the case by 2011. In 2010 prior to scaling up, | 1A fh lil
tested three technology kits in two rural districts looking at budgetary limitation'
ease of use, durability and recharging. Following feedback from a range of te.u her.
the project decided on the Nokia C1 01 phone with 4GB micro SD card and poi Lilil
speakers at a cost of £60 per teacher. This cost is currently covered by the [iio|r>i i
but in the next phase, 2014 17, teachers will provide their own phones



In Bangladesh the penetration ofthe mobile phone has been rapid, rising from
below one million subscribers in 2001, to 36 million at the beginning of 2008 and
almost 116 million in February 2014 (source: www.btrc.gov.bd/content/mobile-
phone-subscribers-bangladesh-february-2014). Thus, teachers are generally very
familiar with using a mobile phone and, following a brief training session on how
to access the SD card materials, have had minimal problems in using them.

The mediated video concept

Despite initial attempts to use Bangladeshi classroom teachers in the pilot phase
video, it was not possible to locate appropriate people and the project was therefore
obliged to use actors, and build a classroom in a film studio. Although feedback was
generally positive it was also obvious to the teachers that this was not authentic
and represented an idealised reality that was far removed from their own lives and
professional experience. Their responses to it included such comments as: ‘Il couldn’t
do this in my classroom,’ ‘| have too many students to do this activity,” and ‘I have

to use the course book every day.’ It became obvious that in order to get ‘buy in’
from teachers the project needed to grasp the realities of the average teacher’s life,
both inside and outside the classroom, and provide materials that reflected that
reality, using the government textbook and showing actual teachers modelling
(jood practice in recognisable classroom situations.

While it was true that in 2008-09 it was impossible to identify suitable teachers for
filming, by early 2011 the project had access to teachers from the pilot phase who
had adopted a range of communicative classroom practices. A group often teachers
was therefore selected (five primary and five secondary) from across the country
in mainly rural locations, and classes were filmed following lessons from the
(lovernment textbook English for Today over a period of two months at the end of
2011. In general, there was about 30 minutes preparation time with each teacher,
mnd then filming commenced. The criticisms that the pilot teachers had levelled at
llie video-based TPD resources were all addressed, i.e. non-authentic teachers/
classroom/students; not using the government textbook; extra classroom resources
nol available to most teachers. All classroom videos were based on English for Today
I"".sons, using teachers from the pilot phase teaching their own students in their
own classrooms with no resources other than blackboard, chalk, textbook, the
.iudio recording of textbook dialogues or stories on the teachers’ mobile phones
iikJ posters supplied to all teachers in the scaling up phase of the project.

llowever, as the video resources are designed to be used partly in a self-access
‘"illext, the classroom film alone was not considered sufficient to offer focused and
ii'llcctive professional development. Teachers would need to be guided through
lIn>video, for example in a workshop scenario, in order to make them aware of the
ulijoctives of the activities and techniques, and howto take them into their own
lisiching practice using the coursebook. The authentic classroom film needed,
IliM(Tore, to be delivered to the teachers by an ‘expert’who could deconstruct what
lin* teachers were seeing in the classrooms on the video and enable them to find

m jys of applying these techniques to their own students. While developing the EIA
iippioach, we felt an important element of the materials should be the forging of the
ik i.it presence of a Bangladeshi video guide, who is essentially the ELT expert voice,
hpisiking directly to lhe teachers from their mobile phones. In the human-computer
imli't.k lion (IK,1) liol(l, lese.ik li indicates Ih.il Ine hum.in lace is one ol lhe most
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attractive components in an interface (Kang et al., 2008). Feedback from teachers
strongly affirms their sense of the narrator, Shanta, as being ‘known’ by them.

The video guide is the expert voice, speaking a script written by OU academics to
‘sandwich’ the classroom film. She asks teachers to think carefully about what they
are about to view and sets some focused questions for them to think about while
they are watching the video. After seeing the classroom footage, the video guide
asks the teachers to reflect upon what they have seen, and think about how they
could apply similar techniques to classes they are currently teaching. By using the
video guide ‘expert voice’ we were able to move away from the default ‘cascade’
model where information is passed down from the original author, through arange
of master trainers, eventually reaching the teacher in a much diluted form. Instead,
each teacher receives training, in its original concentrated form, directly from the
expert through the video guide. With the mobile phone, the training is then literally
‘held’ by the teachers and is very much in their own hands, thus allowing the
teachers to build their own understanding of the concepts in a bottom-up mannei,
through guided reflection, both individually and with support from peers. Figure 1
provides an example of how the guide works in practice.

Figure 1: Extract from the video guide script: English in Action video

Secondary Module 6: Listening in action
Part 1. English in the classroom

Hello and welcome to Module 6, which is about listening in action. We begin with Part 1 (SM6-V1)
- English in the classroom. You will start this module by watching two video clips, which show two
different teachers teaching the same lesson - Class 7, Unit 3, Lesson 14. As you watch the clips,
try to answer this question: In which clip do students listen to more English?

Rick-kiAk k AAAK k k k k k k A&k kk Ak kk AAkAk k k k k ] 0Q OHp 1
i#aa alip 2

So- in which clip did the students listen to more English?
IPAUSEI

The students listened to much more English in the first video clip. They played a short game -
guessing the name of the country - and they listened to the teacher asking questions about the
country; for example: Is it very big? The teacher also gave instructions in English; for example,
saying things like: Read the letter for two minutes to find the answers. In the second video clip, the
teacher uses English to give instructions only.

The lesson featured in these two video clips is a reading lesson, but you can see how it is possible
to get students listening to English here - and speaking it too - by asking questions in English,
and by giving instructions in English. Itis true that the activity is quicker in the second clip - but
the students in this classroom don't getto hear as much English, don’t get to speak it, and may
have more problems understanding the text thatthey are about to read, because they are less
prepared, and are not so actively involved.

Now what about you? Isyour classroom more like the one in the first clip? Orthe second?

[PAUSE]

How can you increase the amount of English you use in your classroom?

[PAUSE)

Goto Module 6 Try inthe Classroom 1'in the Teacher Guide, and learn about how you can use
more English in your classroom.



This mediated video deconstruction technique enables the self-access materials to
be much more guided and, together with a print Teacher’'s Guide divided into eight
modules, supports the teachers on theirjourney towards reflective practice. Although
avery similar model of delivery is used for both primary and secondary teachers, the
mechanism has been modified to meet the differing needs of each. In the secondary
materials, each module consists of a set of three videos linked to four Try in the
Classroom Activities’ for teachers to practise in their own classrooms, and then reflect
upon and review in theirjournals. These are accompanied in the printed Teachers
Guide by appropriate Classroom Language to enable teachers to deliver clear
instructions (also available in an audio file on the mobile), together with examples
of games, efficient use of the blackboard and tips for dealing with large classes.

As an illustration, Figure 2 shows some of the Teacher Guide support material
related to the extract from the video guide’s script that was presented in Figure 1

Figure 2: Extract from Secondary Teacher Guide: page 91

MODULE 6 ] Listening in Action

Introductionn i I

In Module 1, you learned about the importance of active listening when learning
English. It is likely that your students don't get much chance to listen to English
outside the classroom so, in this module, you will learn about how you can
increase the opportunities for your students to listen to English in your
classroom.

Think for a moment about what you would consider to be the two most
important learning objectives in this module for both students and teachers.
Make a note of them for yourself.

Once you have done this, turn to the learning objectives at the end of this module
and see if the learning objectives you have noted are included in the learning
objectives listed.

You are going to begin this module by watching a video - but before you do,
think about the following question:

When do students listen to English in your classroom?

A Write your response to the question in your EIA notebook

Now watch Video 1 (SM6-V1).

Try in the Classroom 1: Using English in the classroom

It is important to use spoken English in the classroom as much as you can
because:
a It gives students the chance to listen to more English
It gives students confidence in listening to English
It means that language is recycled (language learnt earlier can be practised
again in other contexts)
It does not need any special equipment or resources - just you!

Secondary Teacher Gtiitle H

sl ngimlt In Action oili/my I(<hhoi (juldoip ')i), Hmopen inivoiMiy ,



Inthe primary teachers’ version of the programme, in addition to video and audio
materials, teachers are also given printed activity guides, or semi-structured lesson
plans, for each grade from 1-5, which they can follow in their lessons using a raiK|t
of techniques and approaches. Both secondary and primary materials also include’
classroom audio resources to be delivered via the SD card on the mobile phone,
using rechargeable speakers supplied by the project.

These two unique aspects of the EIA approach, the mediated video deconstruclmn
and the storage of the multimedia materials on the SD card on a low-cost mobile
phone, combine to enable all teachers to engage in meaningful and authentic
classroom-based professional development with a strong focus on reflective
practice. The third essential element of the EIA approach is peer support, which
has been consciously integrated within the programme design to a degree thal r
unprecedented in other Bangladeshi CPD programmes. Teachers engage with Ihi-
project in pairs within their schools and each school pair meets up every six to
eight weeks, eight times over a year-and-a half, with other pairs of teachers from
ten to 12 schools across their district or upazilla. This departs markedly from mo'.l
of the other programmes in Bangladesh; the familiar pattern is for individuals from
a school to leave regular duties for a one-off block period (currently ranging
between six and 21 days, depending on the programme). Rather than being trail hi ni
sessions as such, the one-day EIA cluster meetings complement the input from llie
self-access materials. They are primarily intended as opportunities for teachers In
share their experiences, both successes and challenges, reflect on common issue’
and prepare themselves for the next module in the ElAteachers’ guide. Each
cluster meeting is led by two experienced teachers, Teacher Facilitators (TFs, who
also follow the CPD programme along with the teachers in the cluster group). l'o
assist the TFs in managing the cluster meeting, the project developed a prinl: 1.
guide, which contains step-by-step instructions on how to run each of the eighl
cluster meetings across 16 months. An example is given in Figure 3.



Part J - Reflecting on Module 5 a

were asked to bring the following with them to CM6

Notes about:

® Sself-correction
Self-assessment

® Peerassessment

H  English for Today task.

Ideas for:

W Assessing reading and listening

»  Assessing students in a large class
Other activities to practice conditionals

s Examples of students' self-assessments.

Teachers will also be asked to feed back on:
8 Achieving the module objectives.

Put Ts in four groups of six. Each group looks at one of the Try in the Classroom’sections

in Module 5:

Group 1 - selfcorrection
Croup 2 - self assessment
Group 3 - peer assessment
Group 4 - assessment

Each group must:

Share notes about the ‘Try in the Classroom' section that links to their allocated
group (for example, Group | shares notes about self-correction, and so on)

Share ideas for assessing all students in a large class

Share ideas for activities to practice conditionals

Share notes on achieving the Module 5 objectives.

English in Action ] £5

'murce: English in Action Secondary Teacher Facilitator Guide ip. 62), The Open University 2012

lii this case teachers are asked to reflect on and share experiences of trying

out the particular techniques shown in the extracts in Figures 1 and 2, above.

llie TF print guide is accompanied by a TF video that follows the same model

or. Ihe teacher development videos. Two TFs are shown running a cluster meeting
and each section is 'sandwiched’ by a video guide who, as with the classroom
video, sets focused questions for the TFs to think about while watching, The guide
then asks them to reflect upon what they have seen and think about how they
could apply similar techniques in their own cluster meetings. A challenge for the
project is to convince the TFs that they are not trainers; the expertise and training
i\ all held within the materials - both video and print. The TFs themselves participate
In Ihe project as teachers and their role as TFs isto support other teachers and
t< ilitate the running of the cluster meeting. The innovative use of video assists

in explaining <'le.itly to lliem how to carry out this role succe:



Teachers’ stories: implementing the innovation

Across Bangladesh there are currently 12,500 teachers involved in the English

in Action project, which will rise to over 120,000 teachers by 2017. Bangladesh

is divided into seven divisions, and each of these divisions is in turn broken into
many ‘upazillas’, or small districts. EIA is currently working in 112 upazillas across
the country, each of which has one group often secondary schools and two groups
often primary schools involved in the project. Within each school, two teachers
take part in the EIA project as well as head teachers.

To describe the implementation of the project in a meaningful way, let’s look at il
through the eyes of four participating teachers from two of these schools - Moham* «l
and Ayesha from one school and Arif and Zahir from another - who have recently
been observed and interviewed as part of the project’s qualitative research.

On the outskirts of Rajshahi in the north west of Bangladesh is the upazilla of Puthia
Within Puthia, 20 primary schools and ten secondary schools are involved in the
project. One ofthe schools involved is Puthia High School where Mohamed and
Ayesha are English teachers. Mohamed has been teaching for 13 years, seven ol
them at this school, and has been involved in other teacher professional development
initiatives, namely the Teacher Quality Improvement (TQI) funded by the Asia
Development Bank, and the UK-Aid-funded English Language Teacher Improvemenl
Project (ELTIP) project. In both these initiatives, Mohamed went on block training
courses as the sole teacher from his school and was away from the classroom foi
extended periods of time. On returning to his school he reported that he had found
it difficult to apply the techniques he had learned to his own classroom. He said
that they demonstrated techniques, but it was ‘only face to face and it didn't stay
with us'. Conversely, in his participation with EIA his professional development is
based on his classroom experience, not leaving the school but working through a
set of materials delivered through a basic Nokia phone, which holds a 4GB SD card,
and in print over a 16-month period. He stated several times that it was a ‘radical
transformation’. Mohamed is about to take over as Head Teacher in his school,

and speculated that his promotion is at least in part a consequence of EIA.

By contrast, his EIA partner, Ayesha, is a young, relatively inexperienced teachei
and this is her first appointment. ElAteachers are paired up in schools so that they
can support each other during their involvement in the project and alleviate the
isolation felt in earlier interventions. Occasionally they will visit each other’s
classrooms to see what their partner is doing, and they may also take photos or
videos. Ayesha was very specific in how useful it was for her to be involved in IIA
with a more experienced teacher. The programme encourages them to get
together once a week to discuss and reflect upon what they have been doing

in their teaching, and they are provided with teacherjournals in which they are
encouraged to reflect and report back on their classroom practice. This is not
always possible due to the teachers’ workload. However, EIA also works with the
head teachers and encourages them to develop a learning community within
their school, carving out sometime for teachers to sit and reflect together. In the
participating primary schools, where they have afull teaching role as well as
administrative and managerial duties, head teachers have lheii own hi monlhly



upazilla level cluster meetings. In their meetings, alongside considering the

same content as the primary teachers, they also reflect on their management
responsibilities and how to create supportive and reflective learning communities
within their schools. In participating secondary schools, head teachers come
together quarterly to discuss and reflect on the building of supportive structures
within their schools.

All the teachers felt that EIA had brought positive changes in their classroom
teaching and that the students were very aware of these changes and were now
much more engaged in the classes than they had been prior to EIA. A number of
the teachers were specific in saying that priorto ElAtheir teaching was considerably
more teacher-centred (although they did not use this term) but their lessons are
now far more activity based with the students being far more involved. In Rajshahi
Boys School, another ElAteacher, Arif, stressed that he ‘never’'taught in the way he
does now before EIA and his teaching partner Zahir demonstrated how his students
were far more active now. He described how in the past the students rarely talked
or even raised their hands: ‘Before | used to lecture the students and they were
afraid of me; now they love the classes and speak actively.’ Zahir implied that EIA
had made his work easier in that he no longer has to ‘talk so much’. He now elicits
the answers and ideas from his students.

Evidence for the teachers’ claims of active classrooms was certainly present in

all observed classes, to a greater or lesser degree. Even taking into consideration
that the observer’s presence may have encouraged students and teachers to be
particularly active, it was clear that such activity, along with many of the techniques
embedded in EIA (such as pair and group work) were established as routines and
students now expected and clearly enjoyed using English productively in the classes.
When an observer spoke to one class after the lesson, students were vociferous

in saying how much they now loved their English classes. A number of the students
said they particularly liked the use of audio in the class - and this was stressed

too by several of the teachers.

It is also notable that non-EIA teachers had also noticed the positive changes in
EIA classes for learners. One of these, for example, in the school in Rajshahi,

said: ‘In the past the teacher wouldjust go and lecture. Now the students get more
help from him.’ Particularly noticeable to non-EIA teachers was the use of audio in
classes and the student involvement as a result. Mohamed and Zabhir felt that the
productive use of the speaker (audio) and mobile phone was the key difference
between EIA and programmes that had preceded it. Zahir was specific in saying the
\iudio is the most helpful form of support.” Mohamed stressed how the audio had
increased the engagement of the students: ‘When they listen to the audio they are
very much attentive, but when they listen from my mouth they are not.' Mohamed
.ilso pointed out that the variation in models of pronunciation was very useful.

All the teachers spoke positively of the usefulness of the video, and some of them
mpecifically demonstrated activities that they had found and copied (or adapted)

ilirectly from the video clips. As an example, Arif was specific in saying that some
H livilie*. in his ob'.erved lesson came from the video in module four. Ayesha, who



best of all the EIA materials), also used a lot of activities demonstrated on the videos,
including correction techniques, classroom language, gesture and groupwork.
On being asked whether EIAwould have been more difficult without the TD videos,
she was very clear that the video helped the teachers to internalise the techniques
demonstrated: 7 use video to overcome my problems. This is very useful for me.'

In the early videos, the narrator, Shanta, speaks in Bangla, which helps teachers
understand the concepts introduced in the classroom practice. Later, as the teachers
get more familiar with the materials, she switches to English. When she talks about
Shanta, like many of the teachers in the project, Ayesha said that she feels that she
‘knows’ her, that she is talking directly to her through the mobile phone.

These four teachers know each other, as every six to eight weeks they travel across
their upazilla to meet with other teachers on the EIA project at the cluster meeting
to share their classroom experiences and reflect on the previous six weeks as they
have worked through a module. All four teachers expressed strong support for this
face-to-face element; on one occasion when the observers asked where the ideas
for specific classroom techniques came from, Mohamed replied that they came from
EIA, and in particular ‘from the last five cluster meetings’. On being asked where he
had got the idea of playing the audio several times, Arif replied simply: 'cluster meeting.

Perhaps the overwhelmingly positive claims from teachers that they liked all the
materials was not entirely surprising, but what is particularly significant is that in
many cases the teachers were able to demonstrate, with a considerable degree
of proficiency avariety of techniques and approaches shown in the videos and
practised in the cluster meetings.

Future directions: adapting the model

Having concentrated attention during the 2011-14 scaling-up phase on developing
and delivering the basic model of low-cost CPD video mediated with peer support,
the project moves at the end of 2014 to its final three-year phase of institutionalisation
and sustainability. This will involve awider range of institutions and possibilities

for making the basic CPD content and activities accessible to many thousands of
teachers. While exploring possibilities for this phase, it is already starting to appeal
that there is considerable scope and flexibility in the basic EIA digital material
design for a range of customised uses. Interms of hardware provision, it is
envisaged that teachers will access the materials on their own mobiles, and the
project will provide only the materials on the SD card. A first sub-district started lo
pilot this own-mobile model in February 2014. All but three per cent of the teachers
in this group had mobiles that supported the SD card; a strategy will need to be
found for these teachers whose phones are unsupported. There will also be a need
to monitor whether, and for how long, the teachers are willing to give up some ol
the capacity that they may wish to use for personal purposes.



Regarding flexible use of the digital materials themselves, for the government's
new Diploma in Education initial teacher preparation programme (DPEd), the EIA
classroom videos have now been incorporated into session materials within a
‘traditional’ face-to-face training room setting. Since the primary teacher training
institutes (PTIs) are equipped with the basic technology to show the classroom
videos, in this case they are presented in a version without the video guide. In the
PTls, the mediation and promotion of reflection come from experienced trainers
who are able to exploit the content within the video using spontaneous and
reflective interactions.

Under the government’'s new comprehensive Teacher Education Development

plan (TED), which is currently being rolled out, new primary teachers will go through
a supported in-school induction programme and, at a later stage in their career,
take part in a refresher programme, ‘Subject-based training’, which, for the period
2014-15 alone, is setto cover 60,000 teachers. Ongoing discussions between the
government and English in Action are likely to lead to EIA classroom video materials
being incorporated here as well, with EIA intending to tailor new versions of the
Feacher Facilitator training videos to suit the context of the large group of locally
based teachers engaged on this programme. Although the relevant government
bodies do not currently have capacity to develop their own video materials, this is
another area on the agenda for further mutual co-operation; thus English in Action
is currently looking for opportunities to assist with capacity building that would
allow for sustainable ongoing development of video, or other digital materials,
which could keep up with changes in the context.

At the other end of the scale, the project team is currently working on adapting
the digital materials to be used without any additional supporting materials. In the
final phase of the project, when 64,000 additional teachers are to be reached,
resources will understandably be limited and spread rather thinly. This means that
the print materials which currently support the teachers’ digital resources on the
mobile are to be reduced to a much slimmer booklet, even possibly eliminated
altogether. In this case, the video guide’s role is likely to be enhanced to substitute
for the text-based mediation contained in the printed guides. It will be crucial to
hit the right balance between providing sufficient extra digital input to scaffold
lhe videos as much as is needed without overloading the teachers with excessive
amounts of unsupported conceptual material.

Other government CPD provision in the country is also beginning to show signs

ol moving closer towards in-school approaches. Under the Teacher Education
Development plan, for instance, there is likely to be provision for regular in-school
professional development meetings with the aim of nurturing learning communities;
Hie potential for low-cost, EIA-type materials to play a role here is also currently
being explored. Assuming it does prove possible to make the successful transfer
Irom print to additional digital narrator content, then the potential for wider
dissemination and use in diverse contexts would be enormous. As the ubiquity
and capacity of even the cheapest and most readily available mobiles is only likely
lo increase (or be replaced by an even simpler piece of technology), the scope

lor enhanced ntllisalion becomes very wide indeed.



Learning points

When reflecting on the project’s progress since 2008, a number of critical factors
come to mind, which may be useful to those aiming to replicate the approach
elsewhere. Firstly, teachers often required support to help them get over some basic
‘bottlenecks’ with the technology. Though all were familiar with the mobile as atool
for communication, few ofthem had experienced it as a tool for individual learning.
Some initial intensive guided practice in navigation around the filing system of the
video folders, supported by trainers and peers, proved essential. However, in almost
all cases, this process was relatively quick and the teachers had soon acquired
sufficient skills to fall into a routine of accessing and viewing the materials.

Teachers also needed some initial guidance and direction on the ‘etiquette’ of
using the mobile for professional development; for example, it took some time

and direction for all of them to routinise the use of headphones to avoid disruption
in the peer support group cluster meetings. Some also needed reminding of the
implications on the integrity of the professional development data if they wanted
to use the ‘project mobile’ for personal purposes such as taking photographs.

At a pedagogical level, it was found that teachers do not always see in the videos
what we want them to see. The mediation through the video guide and reflection with
peers inthe cluster meetings is therefore essential in taking many of the teachers
through initial ‘bottlenecks’ caused by what amount to distractions, possibly
alienation, while viewing other teachers in the videos. Some clips in the early
modules were frequently met with far more comments about features such as
the video teachers’ pronunciation, standing position and board work which were
actually peripheral to the main techniques that were the intended focus. Though
these comments were frequently valid and the teachers should certainly not be
discouraged from personalised observation, some of them also needed initial
guidance in focusing on the intended target methodological points and techniques.

Close and clear linkage with the school curriculum and the textbooks has been
essential in selecting the lesson materials to be filmed; it has certainly appeared to
be a major attraction in convincing teachers that the pedagogy being demonstrated
is viable in their own situations. However, the risk has to be faced that the curriculum
will be changed; thus, as we found in the second year of the scaling-up phase, there
needs to be flexibility both at technical and support levels. Teachers at the early
stages of the programme would often be quick to dismiss a video clip as irrelevanl
to their context if it was explicitly labelled as, for example, ‘Class 3, Lesson 3, if th.it
was no longer valid in the new textbook edition. In such cases we found that there;
is an important role for the print guide material and peer group facilitators in
stressing the generic nature and easy transferability of the techniques.

Finally, adequate orientation and support for the various stakeholder groups who
support the teachers in following the programme has also emerged as something
vital that could not be left to chance. Not only the peer group facilitators and head
teachers, but also local- and national-level administrators have played a critical rol«
in terms of advocating for the approach and providing teachers with space and
encouragement, both to work through the CPD matei ials and equally to apply and



experiment with new techniques in their classrooms. For this reason, the priority
given to providing all ofthese stakeholders with thorough exposure to key elements
in the project has increased with each year. Peer group facilitators and primary
head teachers of ‘EIA schools’, who teach English in schools themselves, are as fully
equipped and immersed in the videos, classroom try-outs and cluster meetings as
the ‘regular’teachers and, thus, have shared understanding of the programme.
The secondary head teachers and local authority administrators who often observe
lessons are given a strong flavour of the teachers’ experience on the project and of
the pedagogical approaches being promoted. Providing such input at a very early
stage in the schools’ involvement, as well as in a number of ongoing events during
the year, appears to have led to far more positive and facilitative attitudes from
these vital players in the change process.

Conclusion

Of course, ultimately, it is important to keep in mind, and to ensure an understanding
among all parties involved, that the aim of this project is not to promote technology
for technology’s sake. The focus is about making the highest quality, most engaging
and most appropriate continuing professional development support accessible to
those who need it. This kind of approach, we hope, is able to open up opportunities
and provide motivation to people for whom traditional opportunities might, firstly,
be hard to access for awhole range of logistical reasons and, secondly, have limited
possibility of making lasting impact.

As we have discussed in this chapter, English in Action has been attempting to find a
successful alternative to previous CPD approaches by addressing some of the major
constraints and limitations that have generally seemed to have a dragging effect in
Bangladesh. Aiming to locate the centre of gravity for professional development in
the schools instead of atraining room can mean afocus on developing actual
classroom practice and learning at the same time. Focusing on developing support
networks (for example, by attending to simple details like ensuring two participants
Irom the same school take part) seems to help encourage teachers to continue
both with their self-access activities and to persevere with new practices in the
classroom. Taking teachers directly into other teachers’ classrooms through the
authentic video gives meaningful exposure to models of practice. These are
intended to form the focal point for reflection and discussion where teachers build
Iheir own understanding of principles, guided by the friendly narrator presence on
lhe video rather than an authoritarian trainer figure who controls the whole
process. Last, but crucially, the simple, familiar and low-cost technology makes CPD
opportunities readily available to potentially very large numbers of teachers to use
.is a highly flexible resource according to their own circumstances. Rather than
risking disruption to regular school activities, this model of CPD can be readily
incorporated into everyday activity to maximise impact.
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Introduction

I'his chapter discusses how an initiative in India called Continuing Professional
Development Policy Think Tank (henceforth the Think Tank) promoted in-depth
thinking and deliberations on issues and challenges in the continuing professional
development (CPD) of English teachers at various levels of the education system,
from policy-makers to practitioners. Though initiated and financially supported by
an external agency, the British Council, this was an autonomous group consisting
mostly of Indian professionals, whose primary focus was to expand and deepen
understanding of CPD in the Indian context. The Think Tank represents an important
milestone in CPD thinking and practice in particular, and teacher education in
general in India. It has had a number of significant impacts, including:

h Developing crucial theoretical insights into CPD

m Helping to compile several examples of innovative individual, institutional and
policy-related CPD practices

m Triggering many dissemination, awareness-raising and research activities

m [nitiating a gradual shift in perception of CPD from a peripheral Issue to a central
concern in teacher education thinking in India.

Ihis chapter explores these key contributions of the Think Tank in furthering CPD
in India and some of the key insights emerging from it. It also argues that the Think
Tank demonstrates a new model of organised collective thinking, different in nature
and functioning from typical think tanks.

Since both authors were members of the Think Tank, the discussion in this chapter
is informed by our first-hand experience as well as personal observations and
understanding. The chapter consists of three parts. In the first part we describe
briefly the current CPD scenario in India so as to locate the Think Tank in its
educational context. Inthe second we describe the background of the Think Tank
in terms of its composition, working context, activities and outcomes. In the third
part we discuss key learning points from the Think Tank, what makes it a unique
experiment, and lhe significance of its contributions. We conclude with a discussion
of some implii alums ai ising from this initiative. We believe that Ihis chapter offers



at least two valuable lessons: one, an instance of organised ‘insider-oriented’
thinking about CPD, which may serve as a model to be adapted elsewhere; and two,
important theoretical and practical insights, which - though emerging out of the
Indian context - may be relevant for many other contexts.

Part 1: The Indian CPD scenario and the Think Tank

The Indian education scene
With a population of more than one billion, India is the second most populated
country in the world, after China. It is a culturally and ethnically complex counliy
with 30 major languages, about 400 minor languages and dialects, hundreds ol
ethnic and tribal groups, an immense diversity of culture, history and religions,
and an incredible range of customs and traditions. The Indian education system
is similarly vast and complex. According to the eighth All India School Education
Survey (NCERT, n.d.), there are over 1.3 million schools in India with a gross nation.il
enrolment of 227 million students taught by about 7.2 million teachers. The lato .l
higher education survey reports over 640 universities and 38,000 higher education
institutes with a combined teaching staff of about 1.3 million catering for over 28.">
million students (MHRD, 2013). This massive system is further complicated by
education being a ‘concurrent’ subject of governance, i.e. an area managed by
both central and state governments. For the primary and secondary education
sectors, three national and over 20 state boards of education operate autonomoir.ly,
with thousands of schools affiliated to each of them. In higher education, there
are similarly central, state, deemed and private universities, as well as thousand’,
of affiliated, autonomous, state-run, state-funded, unaided and private colleges
Ihere are separate national apex bodies responsible for different wings of education,
mk h .is education planning, teacher training, curriculum and textbooks, and education
In3n ik  while many states also have their own similar agencies with state wide'
ini p.Hit lions lhere are similar separate regulatory bodies in higher education
i"i dIi'i t-ill disciplines such as humanities and social sciences, engineering
NJiii L lunili hiv, lumllli sciences, teacher education and veterinary sciences.
\v .mii'ik it-, wui k .nilonoinously and often in isolation from each other.

\
\> ii.till Hiiil imi nr. .mil ".I.mdards of entry qualifications, recruitment

\ el im M. re.mil pel lormance assessment, applicable to
\w ii|j||i Hie pill view ol llii* national regulatory bodies. Each state
"Minil.ii ihmnr. .mil ".Il.mdards, broadly following the national ones,
ABil.ijil.illoir, cHmk-Lilly speaking, in order to be a primary oi

x i ie 2 in have a bachelor’'s degree and a pre-service
"Hi hi lwo yo'ii diploma for primary teachers and one ye. if
m) lIn'i e p. neither provision nor requirement foi
n...ou lot tertiary-level teachers, who only need
\ilional/state eligibility test. The norms are
'ided institutions, while unaided institution"
e not lli.it unusual to find inadequalely



CPD in India

Within this complex educational scenario in India, the teaching profession is

i haracterised by inadequate and ineffective pre-service education, poor teacher
ptoperation and lack of induction support (MHRD, 2009; NCERT, 2005; NCERT,
/006; Padwad, 2008; Padwad and Dixit, 2010; Rajput and Walia, 2001). In such

i ircumstances CPD assumes added significance, because it also has to compensate
lor teacher professional learning missed during pre-service education and at
induction. CPD is ideally viewed as an ongoing process of learning, both formal

.ind informal, after teachers enter the profession, and involves both their personal
initiatives and externally planned and mandated activities. Unlike in the past,
I(jcent teacher education policies seem to take this broad view of CPD, at least in
ptinciple. The National Curriculum Framework for Teacher Education (NCFTE) (NCTE,
/010: 63) acknowledges that CPD is essential to accomplish the overarching goals
of education such as contributing to economic prosperity, social equity and
technological advancement. The NCFTE asserts inter alia that CPD should enable
leachers to explore, reflect on and develop their practice, deepen their knowledge
ol lhe academic discipline, research and reflect on learners and their education,
prepare for other professional roles, break out of intellectual isolation and share
experiences and insights with others in the field (ibid: 64-65).

llowever, the subsequent provisions and plans following this preamble reflect a
narrow view of CPD, equating it to various kinds of in-service training. They talk of
various bureaucratic agencies, mechanisms and regulations to be put in place for
Ihe state to provide CPD. While recognising conferences and meetings as important
contributors to CPD, the NCFTE places many restrictions on teachers wanting to
attend them, besides making them subject to the approval of education authorities
(ihid: 69). It goes on to identify universities, teacher education colleges and state
centres for teacher training such as DIETs (District Institutes of Education and
Iraining) as the recognised sites for CPD, thereby leaving other sites such as schools
and teachers’ homes or voluntary groups out of the picture (ibid: 71-72). In such a
view, informal and voluntary contributions to teacher learning are rarely recognised,
loachers’ role, responsibility and agency in their own CPD is disregarded, and the
m.late is seen as the sole provider of CPD. Consequently, only officially sanctioned
CPD events receive recognition and support, though they may not be relevant to
leachers, while other kinds of CPD activities emerging out of teachers’ own initiatives,
needs and interests are neither recognised nor supported. The official events are
usually large scale and do not cater for diverse individual needs and contexts.

I'his narrow view of CPD also misses a crucial point - the need for teachers to

lake responsibility for their own professional development and the associated role
of teachers’ agency and voluntarism within this. Even state-led large-scale CPD
programmes are unlikely to have any impact unless teachers find something
personally meaningful and relevant in them. The success of large-scale in-service
Iraining programmes depends on how far they allow teachers to translate common
uniform prescriptions into personally relevant ideas and action plans.

Ihe official policy (and practice) underlines state control over teacher education.
lhe planning, dei r um making and implementation of CPD activities are usually



the prerogative o f'high-powered’ committees consisting of afew senior acadoinli
experts and educational bureaucrats, who usually stick to the policy guideline’,
already in place. The Think Tank broke this mould by including teachers, teachei
educators, administrators, NGO activists and freelancers along with academic
experts and bureaucrats in a collective process ofthinking and reflecting. It also
broke the mould by starting without set agendas and fixed guidelines, and allowing
the process to evolve in a naturally relevant way.

A crisis in CPD?

The National Council on Teacher Education (NCTE) is the apex agency which regiil. iU
and monitors teacher education policy and programmes and also provides broad
guidelines for routine CPD activities such as INSET programmes. The actual dc.t<jm
and Implementation of these INSET programmes is entrusted to national and slain
teacher training agencies, the National Council for Educational Research and Trolltli m
(NCERT) and State Councils for Educational Research and Training (SCERTS), with
some autonomy given to adapt them to their respective requirements. But the,’
routine INSET sessions, forming part of teachers’ career advancement requirements
are not the only training teachers receive. Both at the national and the state level
there are other agencies, including the Central Board of Education, state boaiil., ||
education, state education departments, national and state education projects,
local education authorities, education wings of local governing bodies, universities
institutions of teacher education and many others, all of which are engaged in
numerous kinds of teacher training programmes for a variety of purposes. The
scene is further complicated by the teacher training activities carried out by N( P
International agencies, private providers, publishers, teacher associations and
schools. There is little co-ordination and sharing among all these agencies, wim h
usually work independently of each other and show ignorance of, or even disr««j.ii o
or indifference towards, each other’'steacher development activities. Teacher, am
often exposed to dissimilar and at times conflicting positions in these widely vai ylnu
programmes. For those few teachers who seek professional development through
self-directed activities, their personal activities are an additional complication.

Most of the state-initiated in-service programmes are based on a ‘technical
rationality’ framework (Schon, 1983) or ‘one-stop linear approach’ (Floban, 2001)
to teacher development. The implicit belief underlying these approaches is the
belief in the presence of objective knowledge and its transferability through
training programmes, as pointed out some time ago by Britzman (1986: 442).

[The] dominant model of teacher education is organised on the implicit theoty
ofimmediate integration: the university provides theories, methods and skills
schools provide classrooms, curriculum and students; and the teachers providt «
the individual effort; all of which combine to produce the finished product of
professional teacher.

Sandholtz (2002: 815) asserts that this model of teacher education is deeply
institutionalised in patterns of organisation, management and resource allocation
In other words, the whole approach to teacher development takes a deficit view,
which, as Bolitho (1996: 2) explains, relates to ‘a weakness which has been identified
inteacher performance by someone in authority: a school ptincipal, inspecloi s,



J ministry or other employers’. An offshoot of this approach is the prevalence

nl a culture In which teachers depend on an external expert for solutions to their
problems. The constant provision of solutions by experts through training events
de skills and de-motivates teachers to a great extent. While teachers’ experience
israrely taken into account in the design and delivery of such programmes,
evaluation and follow-up are also considered unnecessary as the training is
thought to be complete in itself.

Mezirow (1991: 5) stresses that: '[@] crucial dimension of adult learning involves

lhe process ofjustifying or validating communicated ideas and the presuppositions
nl prior learning’. But the usual INSET programmes normally demand unconditional
acceptance of ideas delivered by experts. The spirit of teacher learning ‘by doing,
reading and reflecting (just as students do); by collaborating with other teachers;
by looking at students and their work; and by sharing what they see,’ (Darling-
llammond and MacLaughlin, 1995: 2) is mostly missing from them. As a result,

Iwo key goals of training - promoting qualitative changes in classroom practice
.ind teachers’ professional development-are rarely attained in spite of frequent
training programmes. In these circumstances, one important casualty is teachers’
motivation for learning and development, manifested in the defensive stance
leachers take by claiming a complete helplessness in the face of challenges such
is lack of resources, the rural background of learners or extra workload.

Il is against this backdrop of CPD in India that we need to view and understand
Ihe genesis, role and contribution of the Think Tank experiment.

Part 2: The Think Tank

(ienesis of the Think Tank
Ilhe CPD Policy Think Tank emerged out of the annual international English for
Progress Policy Dialogue series (2007-09) hosted by the British Council, bringing
together key decision makers from academia, government, industry and NGOs
10discuss and debate the role of English in the socio-economic future of the
region. The third and last event in the series at Delhi in 2009 made a number of
lecommendations related to four key areas in English language education in India
CPD, in-service teacher education, pre-service teacher education and curricular
lelorm. It was envisaged at that time that the Policy Dialogue series would be
lollowed by a Policy Think Tank series for each of these focus areas, the first of
which was CPD. Thus, the CPD Policy Think Tank was launched at its first meeting
in November 2010 in Delhi and the group worked until November 2012. In all,
the Think Tank spent two years working on a range of practical and theoretical
Issues in CPD and exploring examples of CPD practices.

L will be useful at this point to look at the thinking that led to the setting up of the
(I'D Think Tank. A key part ofthe Third Policy Dialogue was the pre-publication review
nl David Graddol's book English Next: India (2010) and a special panel discussion
session on the important Issues it raised. There was general agreement on the
emalysis and arguments Graddol presented in the book about the status and immediate
Inline ol | nglish in India and about the conclusion that | nglish language education
(I I'L) was .i key lat.loi In overall development in the country. In this and many other



sessions deliberating on ELE in India, the issue of ensuring quality of teaching and
teachers strongly emerged as an important concern and challenge. Since CPD was
recognised both as a crucial element in addressing this concern, and also as a
neglected area in need of immediate attention, it was listed as a high-priority area
for further work in the recommendations of the Third Policy Dialogue.

Composition of the Think Tank

The Think Tank consisted of 28 members who were identified in three ways.

Some members were those who had signed up or were nominated at the Third Polh v
Dialogue (2009) where the idea of the Policy Think Tank was first mooted. Some
members were nominated by leading organisations associated with teacher education
and having a key stake in CPD, in response to an approach by the British Council
Finally, some academics known to have contributed to the field of CPD were
nominated by the British Council project manager and the external consultant

on the basis of their personal experience and knowledge.

The constitution ofthe group was largely representative of the overall teacher
education sector in India. It included practising teachers from state and private
sectors, administrators of education institutions, faculty from national ELT institution'.,
representatives from state and national teacher education councils, members ol
NGOs, teacher association representatives, state education officers, academics
from universities, an Indian and a UK consultant, and representatives of the British
Council. The actual breakdown of the Think Tank membership is listed below
(figures in brackets show the number of members):

is Representatives of the national council and some state councils
for educational research and training (4)

m The chairperson of the National Council for Teacher Education (NCTE),
the apex body regulating teacher education in India (1)

m Senior officials from state education ministries and the education
departments of local government bodies such as municipal corporations (4)

is Teacher educators (2)

m Practising teachers (3)

Senior academics-cum-administrators from universities/colleges (3)
A representative of English language teachers’ associations (1)

Freelance and private sector trainers (2)

3 3 3

Representatives of NGOs (2)

British Council ELT project managers and training consultants (4)

® An Indian and an external (UK) consultant (2)

It can be safely said that the group had the representation of almost all important
stakeholders and cross-sections of English language teacher education. There was
also a great diversity of members in terms of age (30 to 60 years), work expot itmk i<
(nine to 35 years), work contexts (for example, rural colleges, international universili<*\
state/national councils, NGOs and education ministries) and cultural background’,
(nine Indian states and ten languages). The common denominator was an inlot <.t



in CPD and some experience of having worked on formal or informal initiatives

in CPD. The presence ofthe UK consultant and some non-Indian British Council
representatives added a valuable ‘outsider’ perspective to the work and facilitated
the identification of commonalities and generalisations. In the course of the work
the diversity of members proved to be a significant asset for the Think Tank, not only
because it brought in so many different perspectives and perceptions, but also
because it helped everyone involved to better understand the complexity of the
field and to make the work as relevant as possible to different contexts within India.

Objectives, agenda and brief overview of activities

At the very outset a concept note about the Think Tank, prepared by the British
Council, was sent to the members. The concept note listed the following broad
objectives of the Think Tank:

m Stimulating further debate and discussion around the recommendations
arising from the Third Policy Dialogue and English Next India (Graddol, 2010)
and other key documentation and case studies

m Facilitating the production of a set of action plans, which could be reviewed
and implemented by major stakeholders

m Facilitating knowledge sharing between policy makers and practitioners
of best practice

m Supporting the initiation of ongoing networking and collaboration among
policy makers and practitioners.
(British Council, 2010: 1)

These objectives were identified on the basis of the following specific recommendations
made by the speakers and delegates at the Third Policy Dialogue in 2009:

m There should be a policy or accreditation framework for continuing
professional development (CPD) of teachers and teacher educators.
This will facilitate a shared understanding of CPD.

m CPD initiatives need to be given more institutional support,
funding and recognition.

m There is a need to improve the interaction among representatives
of teacher associations, NGOs and corporate organisations so as to
make CPD initiatives relevant to underlying needs.

m It might be useful to build CPD awareness into pre-service teacher
education as well as in-service teacher education programmes.

m CPD is still reduced to in-service teacher training and education.
It needs to be recognised and understood in its own right.

m Itis necessary to evolve a commonly agreed operational definition
and action framework for CPD, which will facilitate national policy-making,
planning, implementation, accreditation and monitoring.

m  No policy document, including NCFTE (National Curricular Framework for
Teacher Education), is clear about CPD. What one usually finds is that the terms
‘CPD’ and ‘in service teacher education/ training’ are used as if synonymous.

(Brilish Council, 2010 2)



Although the objectives were stated quite specifically, there was no detailed work
plan to begin with. In fact, the entire work of the Think Tank was characterised by
the absence of a pre-decided, closely specified agenda, and by an open, flexible',
‘evolve-as-we-go’ approach. This turned outto be another helpful factor inthe lomi
run, because it enabled the group to determine and focus on those priorities th;il
emerged in the course of its collective thinking, free from any external imposition'.
The group mettwice ayear fortwo years (2011 and 2012). At the launch meeting
in November 2010 the members drew up initial plans, shared their ideas and
experiences in CPD and tried to identify some immediate and long-term priorities
as well as areas of concern.

One immediate priority was the need to arrive at acommon, clear and contextually
relevant understanding of the notion of CPD as the basis for the subsequent work,
since a wide variety of CPD views were noticed among the members. It was also
realised that the work of exploring conceptual, policy and theoretical issues in
CPD should be complemented by field work in terms of studying innovative CPD
experiments and ideas already in place. Many members came with first-hand
experience of being directly involved in a range of experiments and initiatives,
varying from large-scale systemic interventions to small-scale individual or group
initiatives. Many others knew of interesting examples of CPD practice or potential
CPD issues worth investigating. The members therefore felt that it could be useful
and valuable ifthey studied these practices or issues more closely and
systematically. Thus, the six months until the next meeting were mostly spent by
the members on working towards a shared understanding of CPD and planning
their personal field studies.

The second meeting in April 2011 discussed and adopted a CPD definition relevant
to India (Padwad and Dixit, 2011: 10), reflecting a shared understanding of CPD th.il
the members had arrived at. At this meeting, members also shared details of CPI)
practices and issues they had chosen to investigate, together with broad work
plans of study. The members also worked in different focus groups to explore wli.il
institutions, NGOs and individuals could do to support CPD. The plan of a publication
compiling case studies and examples of innovative CPD practices from different
parts of India was also given a concrete shape at this meeting. Thus, the membei \
went away from the second meeting having identified their personal choices ol
studies and made their individual plans of work.

Almost an entire year was spent on these studies exploring CPD in practice, with .i
meeting in between (October 2011) to take stock of the developments, to share the
progress inthe work and to make necessary course corrections. The October 2011
meeting also brought in an additional focus on awareness-raising activities, since
the members felt that there wasn't enough awareness about CPD in education.

The following meeting in March 2012 marked the beginning of the last leg of the
Think Tank work, which was devoted to finalising the publication of case studies,
preparing and trying out material and activities for awareness raising, compiling
the learning and insights from the Think Tank work, and preparing ideas and matei M



for dissemination. The Think Tank formally concluded its work with the national
launch ofthe CPD Think Tank publication, followed by multi-city symposia on CPD
in India, in November 2012.

The work seemed to proceed in roughly six-monthly cycles, set off by face-to-face
meetings where the members discussed various theoretical and practical concerns,
shared and assessed the work done so far, planned some more work and went away
to carry out their individual plans before coming back again for another meeting
and to start another cycle. The meetings, particularly the first two, centred on
dialogue and discussion about the nature and role of CPD in teachers’ lives. As we
have indicated, the initial concerns included reaching a common understanding of
CPD, exploring features of effective CPD and sharing experiences of CPD practices.
The work of the Think Tank later took on a more specific and concrete turn with the
drafting of aworking definition of CPD relevant to the Indian education context,
identification of best practices in CPD, compiling of CPD experiences and researching
CPD policies, programmes and initiatives. The process culminated in the publication
Continuing Professional Development: Lessons from India (Bolitho and Padwad, 2012),
which included studies of innovative CPD practices and discussion of key CPD
concerns in English language teacher education in India. The Think Tank members
were also continuously engaged in CPD promotion and dissemination activities in
their own areas.

Outcomes

There were several outcomes, both material and conceptual, of the Think Tank
exercise. Two useful publications came out in the course of the two years’ work.
The first, Continuing Professional Development: An Annotated Bibliography (Padwad
and Dixit, 2011), is avaluable document of annotated entries of books, articles and
other resources on CPD, addressing a longstanding need in the country for such
aresource. The second, Continuing Professional Development: Lessons from India
(Bolitho and Padwad, 2012), is a similarly pioneering document, which compiles
practical studies and theoretical discussion on CPD with specific reference to India.
In addition, a number of activities and initiatives were launched for awareness
raising about CPD and for networking and dissemination among the ELT community
in India. Some interesting and stimulating posters promoting CPD have been
produced. Samples of these posters were sent to institutions and also displayed
atthe International Teacher Educators Conference In Hyderabad in March 2012.
Following very positive and encouraging feedback from the viewers, sets of these
posters have now been made publicly available on the All India Network of English
Teachers (AINET) website (www.theainet.net). A competition for teachers, ‘What is
your CPD story?’, was also conducted nationwide, the winning stories from which
have been included inthe CPD case studies publication (Bolitho and Padwad, 2012).
In order to continue the sharing and networking among the Think Tank members,
and also to involve the wider community in CPD work, an online CPD newsletter
has been launched. Different members of the Think Tank take turns in preparing
and editing the newsletter, which is produced and circulated online by the British
Council (seo www.britishcouncil.in/sites/britishcouncil.in2/files/cpd newsletter
jon - mar 20K?.|)(Il for a sample issue).


http://www.theainet.net
http://www.britishcouncil.in/sites/britishcouncil.in2/files/cpd

The two years’ collaboration and sharing has led to the emergence of acommunily
of CPD enthusiasts, starting with the members of the Think Tank but now steadily
expanding with more teachers, teacher educators and researchersjoining in. CPI)
activities have continued beyond the Think Tank too. Several members of the Think
Tank, with new colleagues, have launched a collaborative and voluntary project ol
compiling a multilingual glossary of CPD for the Indian audience. Some members
have organised seminars and conferences in their institutions with CPD as a majoi
theme. Those associated with planning and delivering teacher training have started
including separate sessions devoted to CPD in training programmes.

Interms of conceptual, theory-related outcomes, the Think Tank managed to develoi i
a working definition of CPD, after looking at definitions from other countries and
other professions, and taking into account issues specific to India. It also succeedeil
in identifying, and to some extent describing, a number of key issues basic to CPI)
in India, such as:

a The significance of a shared understanding of CPD

B The importance of a broad and holistic CPD view

i The need for systemic support for CPD

m The role of teacher voluntarism in CPD

A The importance of personalisation of CPD by teachers

m The significance of institution-based CPD integrated with teachers’ regular work life

The Think Tank work represented the first ever attempt at a deeper and better
understanding and formulation of many of these issues in India.

Part 3: Contribution and significance of the Think Tank

Learning from the Think Tank

Teachers’ ongoing professional development is not a matter of concern for teacher,
alone. Various stakeholders - school heads, education authorities, state, society
and parents - have interests in teachers' CPD for their own reasons, depending
on their place in the education system. Consequently, each of these stakeholders
may have differing priorities for and expectations of CPD. Teachers may have then
personal developmental priorities, usually determined by their needs, interests
and aspirations. Institutions may have different expectations from teachers’
professional development, related to their concern with strengthening institutional
performance, culture and image. Apart from these, the teaching profession also
has interests in teachers’ professional development, which are reflected in
education policies, politics and administration. Figure 1 represents stakeholder
priorities in a general way.



Figurel: Priorities in teachers’ professional development

(Adapted from SACE, 2008: 5)

Though the figure shows a balance between the different priorities, in reality
professional priorities (including administrative, social and political) and institutional
priorities are seen to greatly outweigh teacher priorities. Such different priorities
both stem from and lead to different understandings and interpretations of the
very notion of CPD. This was the immediate challenge that the Think Tank faced
when it commenced its work. Coming from different backgrounds, agencies and
organisations, the members showed differing views of the notion of CPD. For
example, the representatives of national and state teacher education bodies
perceived CPD in terms of traditional INSET, particularly various kinds of training
necessitated by curricular reforms, textbook changes, methodological shifts,

and so on. Intheir view, equipping teachers to effectively implement the various
programmes and policies of the state was the main objective of CPD. The practising
teachers and representatives of teacher associations prioritised teachers’ personal
interests and professional needs such as enhancing competence in English, becoming
trainers, attending conferences and publishing papers. The administrators looked
at CPD in terms of enhancing teachers’teaching skills and classroom management,
and ensuring the good performance of students in examinations. In the course of
subsequent discussions it soon became clear that, while none of these perspectives
could be downplayed as unjustified or unimportant, each represented only one
aspect of CPD. The Think Tank members summed up this insight in terms of the
‘elephant and blind men’ metaphor, as in Figure 2.
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It was therefore considered essential to arrive at a broad and Inclusive understandii ui
of the notion of CPD as an important prerequisite for the subsequent work. The
unique contribution of the Think Tank was to bring all these differing, and at times
conflicting, perspectives together face to face, which facilitated thrashing out of
differences, identifying commonalities and arriving at a shared understanding.
The outcome of this churning was the following working definition of CPD, which
the Think Tank adopted as the basis for further thinking and action:

CPDis a planned, continuous and lifelong process whereby teachers try to develop
their personal and professional qualities, and to improve their knowledge, skills jmil
practice, leading to their empowerment, the improvement of their agency and llu’
development of their organisations and their pupils. (Padwad and Dixit, 2011: 10)

The process of evolving a shared understanding of CPD also led to frequent
discussions about key challenges in ensuring effective CPD. There was a general
agreement that the CPD scenario in India was not a very happy one, and that their
were no effective CPD mechanisms in place. Some of the reasons for this were e.r.y
to identify, such as the neglect of CPD inteacher education policies and programme .,
the lack of awell-formed and comprehensive CPD policy and the lack of general
awareness about CPD. But others only emerged in the course of animated discussions
and debates. It was yet again the diversity of views and approaches within the group
which helped In understanding the complexity of the challenges. The collective;
thinking within the group helped in evolving a clearer understanding of challenge'.,
and also a more concrete and specific formulation of issues, even if it wasn't always
possible to Identify solutions.



An interesting and enlightening example of this process was the discussion around
lhe question of whose responsibility teachers’ CPD was. This question is not much
explored in research and policy documents on CPD in India, perhaps because it is
generally assumed that the education authorities (in other words, the state) are
responsible for teachers’ CPD. A small-scale study carried out by two Think Tank
members also found such an assumption clearly prevalent among the teachers and
the authorities they interviewed (Padwad and Dixit, 2012). Even within the Think
Tank the initial view of many members was that CPD was obviously the state’s
responsibility. However, as the cycles of discussions continued and as the members
started bringing in findings from their individual studies and initiatives, it became
clear that the issue was much more complex. Many studies by the members
reported in the Think Tank publication (Bolitho and Padwad, 2012) indicated that
teachers’taking responsibility for their CPD was the key factor in the success of the
CPD activities in question. For example, Maya Pandit-Narkar’s study (2012) pointed
out how the member teachers’ initiative helped them exploit the District English
Centre set up in their town under an education ministry scheme for launching CPD
activities. As Rama Mathew found out in her study (2012), the success and value of
her experiment in promoting CPD through reflective practice were premised on
the participating teachers’ voluntarism and willingness to take responsibility for
their development: lallthough there [was] no acknowledgement/benefit of any
sort in the school for teachers to take on CPD-related work.’ (Mathew, 2012: 69)
The account of the 30-year-long developmentaljourney of a voluntary teacher
development group (Shivakumar, 2012) clearly established that the member
teachers taking responsibility for their own CPD was the crucial and indispensable
element in launching and sustaining the group. On a more theoretical level it was
remembered that ‘development’ was not something that could be done by others
to an individual; one developed oneself. In the final analysis, none but teachers
could be responsible for their own CPD.

Atthe same time some other studies reported in Bolitho and Padwad (2012)
showed that support in the form of policy provisions, resources, incentives, freedom
and opportunities was crucial for CPD, and that this would basically be the state
responsibility. In a study exploring various stakeholders’ views about CPD
(Padwad and Dixit, 2012), expectations of state support were explicitly indicated
by the participants, who included not only teachers but also administrators,
managements and state officials. Another study into the use of school libraries

as a resource by teachers (Waris, 2012) indicated that good support of resources
like libraries led to better involvement in CPD by teachers. Pandit-Narkar’s (2012)
study ofthe District English Centre at Nellore quoted above also showed that the
support and opportunities brought in by a ‘top-down’ intervention of the federal
education ministry significantly enhanced the impact and success of the teachers’
CPD initiatives. These observations about the need of supportive policy provisions,
resources, incentives and opportunities were further corroborated by the two
‘guest’ contributions from Montenegro (Popovic and Subotic, 2012) and Serbia
(Glusac, 2012), countries with explicit legislation and elaborate official provision
for teachers’ CPI). While underlining the value and significance of policy support
for CPD, lhose studies also highlighted how the importance of school based CPD
was reooqnisiMI .mil piioiilised .il the ministry level



Eventually the Think Tank came round to the conclusion that CPD was ajoint
responsibility, and would succeed only through a combination of teacher
responsibility (teachers’ personal initiative and voluntarism) and state responsibility
(support of policies and provisions for CPD), i.e. a combination of bottom-up
initiative and top-down support. In this combination, schools, administrators,
management and teacher education institutions (TEIs) played an important
mediator role. Figure 3 shows a visual representation of this conceptualisation.

Figure 3: A model for effective CPD

Top-down support by state agencies
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administrators, TEls, etc
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The Think Tank thus led to the raising and analysing of a critical issue in CPD for
the firsttime in India. It also helped in further clarifying the roles and responsibilities
ofteachers and other stakeholders in CPD.

The Think Tank also succeeded in identifying several practical issues, specific
to the Indian context (though some may be relevant to other contexts too).
These included:

b Teachers are likely to work long term for their CPD only when they find it
personally meaningful and relevant to do so. What is meaningful and relevant
may differ from person to person and also from time to time. It is therefore
important to have scope and support for teachers to personalise their CPD.
Some ways of doing so include:

- allowing teachers to identify their personal CPD goals and helping them
to work towards them

- making provision of time, money and resources to support their preferred
CPD activities

- recognising their voluntary initiatives and contributions

- ensuring freedom and autonomy for teachers to implement their plans.



a The Think Tank felt that in general teacher education policy and provision
were weak Interms of both incentives and accountability for CPD. It is important
to strengthen these two complementary aspects, because, working in tandem,
they can significantly promote CPD.

m Building CPD-related activities into teachers’ work routines seems to be a
more fruitful way of ensuring CPD than the usual ‘INSET way of conducting
CPD activities, which are isolated and disconnected from teachers’ work.
Institution-based CPD, allotting time for CPD in teachers’ assigned workloads
and promoting freedom and autonomy for CPD could be some ways in which
CPD is integrated with the regular work of teachers.

ti

CPD can happen in a variety of ways and through multiple channels. It is
therefore most productive ifteachers have access to a range of avenues
and options for their CPD.

Finally, there was also a lot of valuable learning from the concrete examples of good
CPD practices compiled by the members as well as the innovative experiments and
studies they carried out in the two years of the Think Tank. This was the practical
side of the Think Tank’s work. The two aspects of its work - collective work of
discussion, clarification, theorising and planning during the six-monthly face-to-
face meetings, and individual work of trying out or studying interesting CPD ideas
- complemented each other well. The learning from the practical field work fed into
discussions and theorising, deepening and expanding the CPD thinking in the
group, while this enhanced understanding led back to further improvement and
enrichment of the CPD experiments and research studies on which the Think Tank
members had embarked. The culmination of the process was the publication of
Ihese case studies and research experiments (Bolitho and Padwad, 2012), which
brought in interesting data, observations, insights and practical ideas from different
contexts. They included both top-down (state-led large-scale programmes) and
bottom-up (small-scale individual or institution-led initiatives) examples of how CPD
was triggered and promoted in different circumstances. This was the first-ever
attempt to identify and compile avariety of experiments and experiences addressing
different CPD issues. The Think Tank experience, together with the annotated
bibliography of CPD (Padwad and Dixit, 2011), provide important groundwork for
further research, theorising and practice in CPD in India.

What makes the Thank Tank special?

As a precursor to understanding what makes it a unique experiment, it will be
helpful to look at some of the Think Tank’s underlying working principles:

m The starting point of the work was the participating members’ experience
and expertise. As the group consisted of representatives of all the major
stakeholders, it was felt that the group’s perceptions about CPD were
collectively a highly valuable resource. Moreover, this approach was thought
to be conducive to the overall nature of CPD.

m Discussion and dialogue, rather than expert inputs, was the main mode of
planning and decision-making. It turned out to be conducive to developing an
inclusive and broad India-specific conceptual framework for CPD, which would
have been dilli< nil lo achieve with reliance on just expert inputs.



s Sharing of CPD practices was made an essential aspect of the Think Tank process
in order to give it a concrete and tangible dimension. This also enabled the member’,
to understand and explore various nuances of the CPD phenomenon in India.

m  Continuity between six-monthly meetings was ensured by starting with stocktaking
of the previous work and ending with plans for future actions. Instead of becomimi
isolated, one-off events, the face-to-face meetings became important milestones
in the two-yearjourney.

This kind of modus operandi is not usual for committees or groups working in
teacher education in India, and in this respect alone the role of the Think Tank is
guite special in teacher education initiatives in our context. Some of the other
features which mayjustify calling it a unique experiment include the following:

@ The composition of the Think Tank is somewhat unusual, since it deviates from
the stereotypical idea of a Think Tank’ as a body of vastly experienced highly
positioned academicians with established expertise in the field. The Think Tank
consisted of a cross-section of important stakeholders, including practising
teachers with several years of work experience and field workers from NGO
education projects.

m The work of the Think Tank was a combination of practical and theoretical inpul'.,
concerns and orientations; it included theorising and conceptualising, as well as
experimenting and practising.

m The Think Tank worked all along as an open and flexible group with constantly
evolving agendas and work plans, negotiating its course through the constant
flow of learning, insights, information and ideas emerging out of its work.

m An important feature of the Think Tank was the evolution of the members
themselves in the course of the work. There were remarkable changes in
perceptions, perspectives, concerns and understanding of most members
over the period. For example, many members came to the Think Tank with
different narrow views of CPD, related to the ‘constituencies’ they represented
and symbolised by the elephant-and-blind-men metaphor (see Figure 2). In due
course they came to acknowledge the validity of many other views of CPD and
the restrictiveness of their own, and also began to approach CPD as a much
broader and more complex notion. A member initially convinced of the role
of a‘top-down’ central government scheme as the only deciding factor in
triggering CPD became aware of the crucial role also played by the ‘bottom-up’
initiatives of the teachers involved. Some officials from state education council'.,
who had earlier highly prioritised policy and curricular goals in CPD, came to
realise and accept teachers’ personal priorities as equally important,

a The Think Tank managed to collect a great deal of significant data on
experiments and innovative practices in CPD in India,

a The Think Tank greatly contributed to revealing the diversity and complexity
of the whole area of CPD. A number of issues were taken up and analysed in
detail; many new issues or new aspects of issues were unpicked, and all this
was accomplished against the backdrop of multiple perspectives and
approaches of different stakeholders.



m One ofthe strengths of the Think Tank was its rootedness in local cultures.
The members were mostly Indians, representing different states across the
country. This helped in identifying India-specific issues, concerns and practices,
in adapting ideas and insights from other contexts to Indian situations, and in
ensuring that the overall work remained relevant to India. The ‘insider-oriented’
thinking in the Think Tank helped to relate its work closely to the socio-cultural
contexts of India.

m The UK consultant consolidated the work by providing theoretical and conceptual
tools, as well as by bringing in an outsider perspective. He and the British
Council representatives helped to situate the Indian CPD scenario on a wider
global canvas and draw abstractions and generalisations from it. They also helped
in reducing the risk of narrow subjectivity while participating in the process of
drawing interpretations and generalisations from the data and experiences
collected by the Think Tank.

m The Think Tank was itself a living example of CPD, leading to the significant
professional development of its members. It practised what it was trying to preach.
The entire working of the Think Tank was, as Darling-Hammond and McLaughlin
(1995:2) say, matched to a vision of learning as a constructed activity and a vision of
professional development as an ongoing, inquiry-based and collaborative activity.

Implications ofthe Think Tank experiment

As we hope will be clear, the Think Tank experiment has many distinctive features,
which make it a notable initiative in the Indian context. There are also several
implications arising from this experiment that may be relevant for other contexts:

m The Think Tank experiment reiterates the obvious truth that collective
thinking involving all possible stakeholders is an effective way of making
better sense ofthe issues and challenges in CPD, and reaching a more
realistic understanding of these, than the kind of understanding gained in
less representative and less inclusive groups like the ‘expert committees’
which are so typical in the Indian scenario.

m [tisimportant to ensure that initiatives such as the Think Tank are strongly
rooted in local cultures, which helps in making them more relevant through
situating all CPD-related work appropriately in the socio-cultural milieu.

m A combination of both theoretical and practical work may be a better way of
operating for initiatives like the Think Tank than a concentration only on the
theoretical. Cycles of alternating thinking and acting result in mutually
reinforcing rounds of learning and understanding.

m Although aclear agenda and ‘terms of reference’ are necessary for a sense
of direction in group initiatives like the Think Tank, ensuring these are not
prescriptive, and building in flexibility, is important so that there is scope for
priorities, concerns, interests and approaches to emerge in the course ofthe work.

m The Think Tank greatly benefitted from a long tenure of work and from the
continuity between its meetings. Making provision for adequate time and ensuring
continuity between different elements of the work are important for the success
of inilialivrs like Thr Ihink Tank.



m Constant and open sharing of ideas and experiences was a hallmark of the Think
Tank’s work. This was greatly facilitated by two things - the use of various modes
and channels for sustained communication (electronic and face-to-face), and the
absence of hierarchy within the group. The views of a practising teacher from a
small town were perceived and received with the same seriousness as those of the
chairperson of a national council or an education ministry official. The quality of
work, discussions and outcomes of a group enterprise like the Think Tank is crucially
related to the kind of sharing and atmosphere it promotes.
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Introduction

This chapter seeks to uncover how the South Korean education system meets the
increasing demand for continuing professional development (CPD) among English
language teacher educators, focusing on the CPD experiences of education officials
and university professors themselves. In South Korea (henceforth ‘Korea’), university
professors and education officials, as teacher educators, are atthe top ofthe
educational hierarchy. However, despite the consensus that teacher educators are
important drivers of education policy changes, the considerable demands on them
are often left out of the professional development debate. In Korea, for teacher
educators even to recognise CPD as central to their own professional effectiveness
is considered to be a significant innovation.

A review of research into international practices regarding CPD suggests there
cannot be a ‘one size fits all’ policy for every case (Hayes and Chang, 2012). The
review also shows that CPD takes many forms, butthere appearto be key universal
concepts for effective CPD. For example, there is considerable evidence to suggest
that collegiality and collaboration in professional development are important,

and research has found that the most popular forms of CPD were ‘observation of
colleagues’ and ‘sharing practice’ (Boyle et al., 2005). The literature also suggests
that reflective practice for professional development is important (Farrell, 2007,
2009). As Day et al. (2006) emphasise, it is necessary to provide teachers with
sufficient time and opportunities to reflect on teaching and to share best practices
with their colleagues. Regarding the effectiveness of CPD in changing practices,
there is increasing concern for accountability with many educational policy-makers
and administrators seeking to quantify the effectiveness of professional development.
However, Hayes and Chang (2012) point out that evaluation practices tend to lack
focus and not to be systematic, while many professional programmes lack a clearly
defined evaluation process beyond the formulaic end-of-course. They go on to
suggest ih.it a iih*@sophisticated conceptualisation of evaluation is clearly needed.



In the Korean education system, CPD for teacher educators may be characterised
as government-led, top-down, product-oriented and evaluation-focused. Universily
professors’ CPD is closely related to government-mandated university quality
control policies, and, similarly, the competency rating system applied to governmeul
officials has an influence on education officials’ CPD. The chapter thus examines
the experiences of these teacher educators as they pursue CPD and how they cope
with the challenges they face both inside and outside the workplace. In so doing,
we hope to give due consideration to the development of teacher educators as
professionals within society, which rarely features in discussions of education in
Korea. Based on the experiences recounted here, we offer suggestions as to way.
in which teacher educators’ CPD may be improved, and also how professional
learning activities inside and outside the workplace may be strengthened.

By considering the CPD ofteacher educators in their socio-educational context,
the chapter shows how CPD needs to be tailored to particular circumstances

but it also draws out general principles for CPD for teacher educators, which may

be useful for other contexts.

The context

University professors

A university professorship has long been regarded as one of the most popular-but
highly competitive-occupations inthe job market, offering both security and stabilily
It was widely accepted that once appointed as a university professor one could kee| >
the position until retirement unless a personal decision was made to resign. There
were no specific performance regulations for keeping the job, and professors were
promoted according to seniority. They were considered to be experts because they
possessed doctoral degrees, they had studied hard and were respected for their
specialisations. Because of its security, stability and respectability, the job used to
have the nickname ‘steel rice bowl’,which had a satirical meaning that thejob would
be kept safe in whatever situation. This is not true any more.

Things began to change atthe beginning of the 21st century when Korea introduced
an evaluation policy to achieve university excellence. The government introduced
a mechanism for differentiated financial aid according to the rankings of the
universities. This had implications for university closure or mergers in the long
term, another government objective designed to remedy over-expansion in the
sector. A 60-year overview reveals that Korean education achieved significant
gquantitative expansion (Lee et al.,, 2010) responding to demand - with more than
90 per cent of high school graduates wanting to go to universities - but, as the
birth rate has decreased, there is now less demand and universities have been
under pressure to close or merge.

Government-mandated university evaluation was introduced to improve the
competitiveness of higher education, using objective forms of measurements
including teaching quality, research, management and finance. The evaluation

was administered by external teams appointed by the Korean Council for Univei Mly
Education (KCUE) with results unpublished. A review of the evaluation criticised it
for being problematic with regard to validity and reliability (I lan et al., 201C| and, in



response, KCUE introduced institution-level self-evaluations alongside the government-
mandated evaluation. In 2007, universities were required to publicise the results of
their self-evaluations in areas such as teaching quality, research, organisation,
operation, facilities and equipment in accordance with the Ministry of Education’s
Science and Technology Law (Article two of 11, Clause 1, Higher Education Act).

There is agreement that university-led evaluation is an effective means for analysing
the overall situations of individual universities. However, it is observed that too
much focus is still given to areas prioritised in the government-mandated evaluation,
and little attention is paid to how professors may develop as professionals in their
field, a key to improving the quality of university education (Han et al, 2010;

Jeong et al.,, 2004).

Education officials

The officials in our study are government officials with teaching experience in
charge of tasks such as developing educational policies, consulting in schools,
inspection, and teacher training and development in the 17 local offices of
education (LOE) across the country. Recently there has been increasing demand
for officials to develop professionally to meet the needs of society and schools.
Nevertheless, despite the increasing need for CPD for them, an analysis of
education officials’ tasks shows that 76 per cent of their hours at work are spent
on administration with the remaining 24 per cent devoted to school support

(Kim et al., 2008). The imbalance among tasks has also affected education officials’
ability to self-identify as teacher educators (ibid, 2008). Most LOEs are found to
suffer from a shortage of human resources, and for this reason education officials
are in charge oftoo many different tasks (Park et al., 2010). It is not unusual for
them to be assigned to new tasks on a regular basis, particularly when the
government introduces a new educational policy.

The government-mandated evaluation for education officials focuses on three
areas: work experience, task performance efficiency, and training and research
achievements. Task performance ratings, the most significant factor in making
decisions on officials’ professional effectiveness, are done by their supervisors.
Training and research achievement is evaluated by counting the number of training
hours, and types of degrees acquired or types of prizes awarded. The current
evaluation system has been criticised for its lack of relevance or direct link to
education officials’ own CPD (Park et al., 2010).

Investigating CPD for teacher educators in Korea:
The research project

Data collection instruments and sampling

Questionnaires were designed to discover how English language teacher educators
managed their CPD at present, from which implications could be drawn for effective
innovation in CPD in the future. The questionnaires (see Appendix) comprised three
sections: (1) background information; (2) current CPD undertaken and means of
evaluating effectiveness; and (3) local constraints and support in CPD. Two online
questionnaires wore designed for university professors and education officials
respectively | .hli queslionnaire was designed to Investigate the following areas:



m What form does education officials' and university professors’ own CPD take?
m How helpful do they find different forms of CPD in their own professional learnnui '

a What activities inside or outside the workplace involve professional learning,
and to what extent do these assist their own professional learning?

m What challenges do they face in pursuing their own professional developmenl)

n What specific kinds of support are provided to help them pursue CPD for
themselves, and to what extent do these contribute to learning?

a What criteria are applied to evaluate the effectiveness of their own continuing
professional learning?

A small-scale pilot study was conducted to improve the validity of the questions.
The drafts were sent to five professors and five education officials for review, and
amendments were made to address problems seen by reviewers. In the main study,
100 professors involved in English language teacher education were randomly
selected from the address books of foreign language professional associations;
similarly, 70 education officials responsible for English were selected from the
directory of the 17 local offices of education throughoutthe country. An email
message was sent, asking them to go to the link site and complete the questionnaii <
From the 100 professors, 64 responded to all the questions, and 56 out of 70
officials completed the questionnaire.

Follow-up semi-structured interviews were also conducted with seven university
professors and seven education officials who elected to participate in interviews,
after the analysis of the questionnaire responses. The interviews were designed
to further explore the issues and topics arising from the questionnaire findings.
Both questionnaires and interviews were conducted in Korean, so that language
would not constitute a barrier to free expression of opinions, and translated into
English by the authors of this chapter.

Participants: university professors

Table 1 shows background information for the 64 university professor respondenl'.
Male professors outnumbered females by double, and 59 per cent of the respondenl".
had more than ten years’teaching experience at universities. It is thus assumed
that they are fully aware of changes that have taken place surrounding teacher
education overthe last decade. Almost all of the respondents hold a doctoral degree,
conventionally required as a qualification. Half of the respondents teach ten to

15 hours per week. The background information shows that only 23 per cent ol

the respondents had previously taught at either primary or secondary schools,
while 77 per cent of them had no teaching experience in schools.



Question

Gender

leaching experience at universities

Degree held

Teaching hours per week

Teaching experience in schools

Participants: education officials

Response

Male

Female

Under 5 years

5 years-10 years
Over 10 years
PhDs

MAs

Less than 5 hours
5-10 hours
11-15 hours
Over 15 hours
Yes

None

Frequency (%)
43 (67)
21 (33)
22 (34)
1 (18)
31 (48)
60 (94)
4(6)
2(3)
24 (38)
32(50)
6(9)
15(23)

49 (77)

Table 2 shows the background information ofthe 56 education officials responding

to the questionnaire. All of the respondents had teaching experience at schools,

aconsequence of the regulation that only those having at least five years’teaching

experience are entitled to apply for the position, with 51 (91 per cent) having more

than ten years of teaching experience at primary or secondary schools. Though

not a requirement of the job, ten of the education officials had doctoral degrees.

Table 2: Background information of education officials

Question

Gender

Experience as education officials

Teaching experience in schools

Degree held

Response

Male

Female

Under 3 years

3 years-under 5 years
5 years-under 10 years
Over 10 years

Under 5 years

5 years-10 years
Over 10 years

PhDs

MAs

BAs

Frequency (%)
30 (54)
26 (46)
30 (54)
14(25)
9(16)
3(5)
3(5)
2(4)
51 (91)
10(18)
42(75)

4(7)



Findings from the research project

In this section we discuss findings from the research questionnaires and interviews

Need to pursue CPD: university professors
Table 3 shows the professors’ responses to the question: ‘Why do you think you
need to pursue professional development foryourself?

Table 3: Reasons for university professors pursuing CPD

Response Frequency (%)
Being assigned to a new task 46 (72)
Improving teaching effectiveness 50(78)
Meeting requirements for promotion 28 (44)
Meeting requirements for a higher annual salary 26(41)
Competing with newly appointed professors 26(41)
Meeting needs in society 43 (67)
Preparing for future education 54 (84)

A strong majority of professors (84 per cent) chose ‘preparation for future education’
as a reason for pursuing their own CPD. The next frequently chosen reasons

were ‘improving teaching effectiveness’ (78 per cent), ‘being assigned to a new
task’ (72 per cent) and ‘meeting needs in society’ (67 per cent). It was found that a
smaller number of the professors chose ‘competition’, ‘promotion’ and ‘a higher
annual salary’ as a major reason for CPD for themselves. The professors thus seem
to be aware of the need for their own CPD to respond to the needs of a changing
society, and are less concerned about personal gain.

In discussing these results, all seven professors interviewed agreed that CPD for
themselves was indispensable for dealing with changes in the educational environmenl
and in teaching methods, particularly regarding new technology, and students’
needs, attitudes and perceptions. Professor Kim stressed the changes in students

Changes in society have affected students’ attitudes and perceptions.

As the society has changed, they have changed. | think we need to make
continuous efforts to meet their expectations and keep wise as educators.
Otherwise, we will fall behind.

The professors in the interviews felt that the future of Korean society depended
on education in the present, and that a great deal of emphasis should be given
to the future, as Professor Choi remarked:

We educate students to meet both future and present needs. | believe the

way education is given influences the future. We educators need to foster
a broad understanding of what needs to be prepared for the future.



Need to pursue CPD: education officials
Table 4 shows how the officials responded to the question on reasons for their
own CPD.

Table 4: Reasons for education officials pursuing their own CPD

Response Frequency (%)
Being assigned to a new task 48 (86)
Improving competency in task performance 49 (88)
Meeting reguirements for promotion 12(21)
Meeting requirements for a higher annual salary 10(18)
Competing with newly appointed professors 13 (23)
Meeting needs in society 37 (66)
Preparing for future education 35 (63)

The two most frequently chosen reasons were ‘improving competency in task
performance’ (88 per cent) and ‘being assigned to a new task’ (86 per cent).
More than half of the officials chose ‘meeting needs in society’ (66 per cent)
and ‘preparing for future education’ (63 per cent) as reasons for pursuing CPD
for themselves. Only about 20 per cent of the officials chose ‘competition’,

‘promotion’ and ‘a higher annual salary’ as a major reason for CPD for themselves.

The results of the officials’ responses, similar to the professors’, show that they
are aware of the need for professional learning.

In the interviews, officials explained why ‘improving task performance’and ‘being
assigned to a new task’ were considered to be major reasons for pursuing their

own CPD. Inthe administration system, education officials do tasks in rotation and

are assigned to new tasks on a yearly basis. This system is based on a policy to

train versatile officials who can adaptto any circumstance and is necessary to cope

with a great deal of change in educational policy. Official Hong explained this:

When we were appointed as education officials, we were not trained

to be competent in every task. Sometimes | am assigned to a task
implementing a completely new educational policy. | have a strong
need for professional competence in handling the task [...]. | think this
is the process of becoming professional.

Mrs Won emphasised that education officials' own CPD was particularly important

when the government introduced innovative educational policies:
I think our role is to be a bridge between the government and the schools.

This is why we're government education officials. This role becomes more
significant when the government introduces innovation to schools. It is us that

seek effective ways of bringing about change in schools. For this important role
we need to work with professional effectiveness. Without this, effective change
cannot be expected.



Forms of CPD and their effectiveness: university professors
Table 5 shows the professors’ responses to the question: ‘What forms does
your own CPD take and how effective is each form?'

Table 5: Forms of professors' CPD and their effectiveness

Form Frequency Response ( :least- 4: most effective)
%) 1 2 3 4

Teaching improvement activities 46 (72) 3(5) 13(20) 30 (47) 18(28)
Doing research 58(91) 3(5) 7(11) 20(31) 34 (53)
Publication 28 (44) 2(3) 16(25) 28 (44) 18(28)
Joining academic associations 51 (80) 2(3) 18 (28) 21 (33) 23 (36)
Keeping a high profile 33 (52) 3(5) 20(31) 31 (48) 10(16)
Medial/press activities 9(14) 21 (33) 25 (39) 14(22) 4(6)
Volunteer activities 22 (34) 12(19) 29 (45) 17(27) 6(9)

‘Doing research’ (91 per cent), joining academic associations’ (80 per cent)

and ‘teaching improvement activities’ (72 per cent) constitute the majority of the
professors’ CPD forms. It is not surprising, given their positions, that doing research
is most common and considered more effective for the professors’ own CPD than
teaching improvement activities, which are less valued among the university
community. While joining academic associations isthe second most common form
of CPD, it was considered less effective for individuals than publication.

It is assumed that the professors’ perception of effectiveness is influenced by the
criteria for staff evaluation, as the results seem to correspond to the allotted weight
for each form in the staff evaluation, in most university-mandated evaluations, more
priority is given to research and publication outputs than to forms of profession.il
effectiveness that cannot be quantified, such asjoining academic associations.

The influence of the university-mandated evaluation is also shown in the respondent’,
relatively low participation in CPD forms with no weight in the evaluation and their
less positively perceived effectiveness, such as media/press activities.

In discussing this result, all the interviewees indicated that doing research was
closely related to publication, and the goal of doing research was very often to
publish articles or books, not directly to improve teaching. They also noted this
brought about separation of research and practice. Professor Ban remarked thal
research was very often conducted entirely isolated from teaching improvement

Itis an ideal that a professor with research competence is effective in
teaching. This is very unusual if we look around. | know many cases where
students complain about the teaching given by a professor with a long
list of research project grants and publications.

Aware of the separation as a problem, Professor Ahn contended research
and teaching should be mutually complementary:

They should not be separated but, shamefully, we very often see research
results are not fed back into practice, or vice versa.



The professors in the interviews ali agreed that the separation of research and
practice derived from the criteria most universities adopted to meet the requirements
of the government-mandated evaluation, specifically the emphasis on professorial
publication volume over classroom proficiency or even publication quality.

The interviewees said that the impact of research in relation to CPD is largely
evaluated by the number of published articles or books, not by to what extent

or how research influences or improves teacher educators’teaching.

Concerning how research or publication as the criterion for promotion or
reappointment affect professors’ motivation to pursue their own development,
some professors expressed their opinion that research or publication is very closely
related to effective professionalism. Professor Choi remarked that research or
publication is at the heart of professional development and the criterion can provide
instrumental motivation to foster professors’ CPD. However, all the interviewees
agreed that it could also be a burden ifthe evaluation results are among criteria for
promotion or reappointment. Professor Lee shared his experience:

It becomes obviously a severe burden, particularly when one is a candidate
for promotion or reappointment. Then it becomes something one should do,
an obligation... | am sceptical about how obligation can encourage professors
to be more actively involved in CPD.

Table 6 shows professors’ responses to the question: ‘What kind of activities
are you involved in for each form of CPD?’

Table 6: Activities for professors’ main forms of CPD

Main form of CPD Activities Frequency (%)
Teaching improvement activities Keeping a teaching diary 45 (70)
Self-observation 43 (67)
Peer observation 36(56)
Getting consulting from experts 36 (56)

Feedback from student evaluation of teaching 60 (94)

Attending workshops 52 (81)
for teaching improvement

Joining a learning community with teachers 46(72)
Participating in mentoring 37 (58)
Doing research University-supported research 61 (95)
Outside organisation-supported research 56 (70)
Research in collaboration 58(91)

with outside organisations

Publication Domestic peer-review journals 64(100)
International journals 54 (84)
Book publication 59 (92)
Joining academic associations Attending conferences 63 (98)
Presenting research 60 (94)

Review articles 63 (98)



It was found that making use of feedback from student evaluation of teaching is
what 94 per cent of the respondents do for improving their teaching. From the
interviews, it was noted that, along with the criteria for staff evaluation, the
university culture might affect the activities professors choose to participate in.
For example, with respect to the less frequently chosen ‘mentoring’, Professor
Ahn said that it is not surprising in the Korean culture, where professors are
believed to be responsible for their own learning and have very little outside
direction. Professor Kang also explains why mentoring is less frequent:

Our university culture is that individuals are treated as experts, having achieved
an equal level of expertise in the given field. This makes it very difficult to pair
mentors with mentees. For example, if a novice professor is paired to work with

a mentor with more experience in teaching but fewer publications, the novice
professor may think the mentor professor is not qualified to mentor him. This
becomes aproblem in matching mentors and mentees, particularly when emphasis
is given to publications or research experience in CPD. This is what happens now.

He goes on to suggest that mentoring in universities is simply considered as
seniors teaching juniors with less knowledge or experience, rather than aform
of collaborative CPD with mutual benefits for both participants.

Forms of CPD and their effectiveness: education officials
Table 7 shows the education officials’ responses to the question: ‘What forms does
your own CPD take and how effective is each form?’

Table 7: Forms of education officials’ CPD and their effectiveness

Form Frequency Response ( :least- 4: most effective)

e 1 2 3 4
Training for consulting In school 38 (68) 2(4) 1(2) 28 (50) 25 (45)
Training for competency 16(29) 3(5) 8(14) 32 (57) 13(23)
in administration
Training for developing teacher 37 (66) 3(5) 0(0) 30 (54) 23 (41)
training programmes
Doing research and publication 23(41) 3(5) 1 (20) 20(36) 22 (39)
Joining academic associations 14(25) 5(9) 13(23) 28 (50) 10(18)
Doing volunteer activities 3(5) 7(13) 21 (38) 21 (38) 7(13)

Attending ‘training for consulting in school’ (68 per cent) and ‘training for developing
teacher training programmes’ (66 per cent) are the forms that the majority of the
officials take for their own CPD; and the vast majority of respondents thought these
were effective for their professional learning. Most respondents thought training
for competency in administration and doing research and publication are also
effective, though fewer actually engaged in these activities. The findings clearly
indicate that the CPD forms education officials considered effective are closely
related to the criteria for government-mandated official evaluation as well as their
job of working with school teachers.



All of the officials in the interviews agreed that training for consulting in school
and teacher-training programme development were important, as they contribute
to supporting schools and teachers, their priority task. Mrs Hong stressed that in
arapidly changing society like Korea, education officials are increasingly required
to take training for effective school support, while Mrs Lee expressed doubts about
what actually constituted ‘school support’from the official viewpoint:

All the tasks called ‘school support’ are not necessarily directly linked with
supporting schools. We need to perform school support tasks where officials
directly communicate with teachers at schools. | believe this will lead to
learning and development at work.

According to Table 7, ‘training for competency in administration' takes place less
frequently, but is perceived as effective for officials’ CPD. Competency in administration
is a significant criterion inthe government-mandated evaluation. It is assumed

that the weight of the criteria in the evaluation system has an effect on the officials’
perception of its effectiveness as aform of CPD. The questionnaire responses revealed
that the officials thought thatjoining academic associations and voluntary work
were less helpful than other forms of CPD.

Table 8 shows what kinds of activities the officials are involved in for the two main
forms of CPD they perceived to be most effective (see Table 7).

Table 8: Activities for the officials’ main forms of CPD

1 Training areas Frequency (%)
Training for consulting in school Curriculum implementation 45 (80)
Consulting about teaching 47 (84)
Teachers' professional development 48 (86)
Counselling 28 (50)
Parents support 30 (54)
Collaboration with community 28 (50)
Technology 28 (50)
School inspection 33(41)
Personnel management 28(50)
School administration 37 (66)
Training for competency in Online and offline courses 54 (96)
administration Leadership 44 (79)
Language improvement 38 (68)
Status-tailored courses 45 (80)
Overseas training 42(75)

The most frequently taken courses for effective consulting in school are those
on curriculum implementation, consulting about teaching and teachers’
professional development. As indicated earlier, this result seems to be directly
related to demand from schools in a changing society, where autonomy and
responsibility is increasingly given to decentralised schools and teachers.



Among the most frequently taken training activities for competency in administration
are online and offline courses, status-tailored courses and courses in leadership.
This result is also closely related to the criteria in the government rating system,
where the number of hours attending training courses is regarded as a key criterion
in evaluation for promotion.

Evaluation of CPD and use of its results: university professors

The professors were given the open question: ‘How is individuals’ professional
development evaluated atyour university and what are the results used for?’
(This question was not posed to the education officers, for whom the same
government-mandated rating is applied, without exception.) An analysis of the
professors’ responses reveals that in about 93 per cent ofthe universities
where the respondents teach, research and publication-related activities are
evaluated by the reputation or types of academicjournals in which professors
publish. It was found that evaluation results are used as criteria for promotion
or reappointment in about 85 per cent of the institutes, while in about ten

per cent of the institutes they are used to determine the award of other incentives
such as a performance-based bonus, reduction in teaching hours, allocation
of research funds or an opportunity to go abroad.

In a majority of the universities (87.5 per cent), teaching was evaluated by using
student questionnaires. The results ofthese student evaluations were used as a
criterion for promotion or reappointment at about half of the institutions. At aboul
30 per cent ofthe universities the data from student questionnaires was provided to
students to help them to choose courses to attend. It was found that over 95 per cent
of the universities do not conduct observations to evaluate teaching. Only aboul
five per cent of universities make observation obligatory as a part of staff evaluatloii
and only one-third ofthese open observation results to the public. In most cases
observation results were shared with the observed professors only. It also seem’,
that co-operative development through peer observation hardly ever occurs at
universities. In interviews, Professor Ban explained:

University professors are not used to being observed for improvement or
learning to teach. We are afraid of hearing about our shortcomings or what
we shouldn't do, what we did wrong, or what we should do better.

Professor Kim suggested that one of the reasons for this mindset might be that
objectivity was an issue in observation:

Above all, we need atool with which we can evaluate our colleagues' teaching
objectively. If our teaching is objectively evaluated, then we can accept the resulte.

Three ofthe interviewees also said professors will only participate in peer
observation if the university imposes it as an obligatory part of staff evaluation.

Aboutthree-quarters ofthe participants mentioned that taking training courser, .r.
a means of self-professional development is not taken Into account in staff evaluation
at their universities. The findings regarding ways of evaluating professional
development among professors, and how the results are used, support our oaf Hm



observation that the university evaluation system has a strong influence on how
professors pursue their own CPD.

Local constraints in pursuing CPD: university professors
Table 9 shows the professors’ responses to the question: ‘What are the major
constraints in pursuing CPD and other means of improvement?’

Table 9: Constraints on professors’ CPD

Response Frequency (%)
Teaching load 52 (81)
Lack of customised CPD programmes 33 (52)
Lack of co-operative development with colleagues 35 (55)
Obligation to meet university evaluation criteria 41 (64)
Pressure from promotion or contract 36 (56)

A heavy teaching load was thought by 81 per cent of the professors to impede their
professional development. As the background information showed earlier, half of
the respondents teach between ten and 15 hours a week, which is considerable for
professors when preparation, marking and added administration are taken into
account. All of the professors in the interviews welcomed the Idea of reducing teaching
hours to improve the opportunities for CPD according to their individual needs.

Another major constraint for 64 per cent ofthe respondents was the obligation

to meetthe criteria ofthe government-mandated university evaluation. As discussed
earlier, these criteria affectthe forms of professional development in which professors
engage, as well astheir perception abouttheir effectiveness. There is a controversy
over the obligation to engage in CPD as part of the university evaluation. While two
professors in the interview argued that such an obligation would have a positive
effect on encouraging professors’ professional learning, five professors expressed
their concern that it could lead to pursuing CPD simply to achieve a high score in
the evaluation, instead of for professional learning for its own sake. The two
interviewees in favour of making CPD obligatory stressed that change would never
be brought about at universities without this obligation. In contrast, the other five
professors expressed their strong disagreement with this position. Professor Park,
for example, emphasised the professor’'s sense of ownership in effective
professional development:

I think obligation means ignoring the important role the professor plays in
pursuing professional development. CPD should be intrinsically fostered not by
external motivation, such means as promotion or reappointment. This isjust a
product of bureaucracy, with a focus on measurable achievements or quantity.

Professor Kim also argued that obligation was not necessary, as more and more
professors have become aware of CPD as a way of achieving self-fulfilment in the
context of rapidly changing Korean society. He stressed that when CPD Is carried
out voluntarily, effective change is more likely to be made than when being
motivated by other, external reasons such as promotion.



Local constraints in pursuing CPD: education officials
Table 10 shows the education officials' responses to the question concerning local
constraints on their own CPD.

Table 10: Constraints on education officials’ CPD

Response

Administration work load 56(100)
Lack of customised CPD programmes 24 (43)
Lack of co-operative development with colleagues 35 (63)
Lack of motivation for CPD 13(23)
Pressure from promotion/contract 18(32)

All of the officials chose ‘administration’ load as a main constraint that prevented
them from seeking professional development. Official Jeon puts this succinctly:

We education officials have a nickname, we're ‘10th-rate government officials’,
whosejob is to assist administration in the office. | spend most of my day
handling documents, making telephone calls, dealing with civil complaints,
drafting memos, etc. By the time | visit schools, | have little energy or enthusiasm
for consulting in schools, for which | took training as part of my own CPD.

I'm very often sceptical about whether | was selected as an education
professional or as an administration assistant.

Other officials showed similar scepticism about their identity as education
professionals, particularly when they thought about the time they spend on
administration each day.

The majority of the officials (63 per cent) said a lack of co-operative development
with their colleagues constrained them from being actively involved in CPD.
Official Lee noted:

Very often professional development is considered as something we should
work on by ourselves. That is what the word 'self-development' signifies in this
culture. Although more and more officials see the benefits of co-operative CPD.
I think it will take a while to change the CPD culture.

Over 40 per cent of the officials said there was a lack of customised programmes
to satisfy their individual needs. All of the officials in the interviews expressed
their strong agreement with this finding. It was pointed out that lack of customised
CPD programmes has caused a lot of problems in a personnel system where
education officials are given new tasks without proper training or having the
expertise required. Official Song explained his own experience:

Everyyear we're assigned tasks that we don't have any expertise with.
‘Swim or sink' is the rule for assigning new tasks to education officials.
Most of us learn by trial and error. By the time we get competent in the
newly assigned task, we're given new tasks.



There was agreement among the interviewees that the current task assignment
system is a waste of human and material resources. They proposed a dual system
whereby education officials are assigned to handle tasks within their area of
expertise, and at the same time they may be given new tasks with ongoing CPD
support to help them gain the necessary knowledge and skills for those tasks.

Preference for support for effective CPD: university professors
Table 11 reveals the professors’ responses to the guestion: ‘What support would
you prefer for effective CPD?’

Table 11: University professors’ preferred support areas for CPD

Response Frequency (%)
Teaching load lessened 47 (73)
CPD as optional, not obligatory for all 38 (59)
Building up a learning community 36 (56)
Sabbaticall/officially authorised leave for CPD 45 (70)
Customised CPD programmes 45 (70)

A majority of the professors (73 per cent) responded that teaching loads need to
be reduced to provide an environment conducive to their professional learning.
Sabbatical leave or research years approved by universities was mentioned as a
preference by 70 per cent of the respondents, as was customised CPD programmes
to meet individual needs. More than half of the professors (59 per cent) said they
should not be obliged to be involved in professional learning, but should be free to
take part in CPD available to them as and when they wished. More than half of the
professors (56 per cent) were also in favour of building up a learning community
for co-operative development.

Concerning individual differences, all the professors in the interviews agreed

with the notion of providing tailor-made programmes for effective professional
learning. Professor Park strongly argued that if the same programme is applied

to all professors without exception, ignoring individual differences or preferences,
effective learning cannot be expected. However, among the interviewees,
scepticism was expressed about the feasibility of such customised CPD programmes.
Professor Kang pointed out that most universities do not have a communication
channel where professors' voices are heard and fed back into the decision-
making process in staff evaluation. He added that most decisions are made at
executive board meetings and are handed down to the majority of professors.
Professor Lee expressed his strong doubt about the ability to provide tailored CPD
programmes from a resource management perspective.



Preference for support for effective CPD: education officials
Table 12 reveals how the officials responded to the question about their preferred
support areas for effective CPD.

Table 12: Education officials’ preferred support areas for CPD

Response Frequency (%)
Reducing administration load 50 (89)
Officially approved leave for CPD 33 (59)
Customised CPD programmes 28(50)
CPD as optional not obligatory 11 (20)

Almost 90 per cent of the officials said administration work should be reduced to
improve the current CPD system; this seems to be closely related to their choice of
administration load as a major local constraint to pursuing CPD. More than half of
the respondents (59 per cent) also said they needed more opportunities to take
officially approved leave, such as sabbatical leave. Half of the officials thought they
needed to be given more customised CPD programmes that could meet individual
needs. A relatively small number of the officials (20 per cent) thought CPD should
be optional rather than obligatory, a view which may be related to criteria in the
government-led evaluation applied to all government officials.

Preferred criteria for evaluation of CPD: university professors
Table 13 shows the professors’ responses to the question: ‘What criteria would you
prefer for evaluation of CPD?'

Table 13: University professors’ preference for evaluation of CPD

Response

Number of training sessions for professional learning 35 (55)
Teacher evaluation by student 47 (73)
Research and publication 56 (88)
Participating in academic associations 45 (70)
Self-evaluation 40(63)

A strong majority of professors (88 per cent) expressed their preference for research
and publication as a criterion in the evaluation of their own CPD. Teacher evaluation
by students and participating in academic associations activities were also chosen
as preferred criteria by about 70 per cent of the respondents. The respondents
showed little preference for simply counting the hours of training sessions they
attend as a criterion for CPD. Again, it seems that these preferences for evaluation
criteria are influenced by the staff appraisal criteria that a majority of universities
have adopted, as discussed earlier.

A clear majority of the professors (63 per cent) showed their preference for
self-evaluation as a criterion for evaluation of professional development even
though, as mentioned earlier, staff evaluation systems used by universities do
not usually include self-evaluation as a criterion. Both concern and expectation
were expressed about this in the interviews. Concern was expressed about the



reliability of self-evaluation of CPD. Professors Kim and Choi expressed their
opinion that if self-evaluation is introduced, it should be compulsory and that

the result of the evaluation should be publicly available. Professor Kim thought that
self-evaluation would face a lot of opposition due to its perceived lack of objectivity
and fairness. The objectivity issue was also mentioned by Professor Ban, who
suggested that the criteria for self-evaluation should be specified to be effective:

In CPD evaluation, ‘who’ evaluates CPD is not the issue, but 'how' evaluation is
done is what matters. If self-evaluation can be done so objectively that anyone
can accept its results, we can consider introducing self-evaluation as a main tool
for CPD evaluation. What is important is an evaluation method that can provide
reliable data.

Professor Park argued that qualifications for university professors should include
competence in both pursuing and evaluating CPD. She went on to say the results of
the questionnaire are not surprising, as many professors have already made efforts
to pursue their own CPD using self-evaluation in an informal way. Professor Kang
put a great deal of emphasis on the role of self-evaluation:

I strongly believe that it is professors who know best about their own professional
development. Instead of imposing on them with external evaluation tools, the
university should encourage self-evaluation, with which professors can be
intrinsically motivated to pursue CPD.

Preferred criteria for evaluation of CPD: education officials
Table 14 shows the education officials’ preference for criteria to evaluate
their own CPD.

Table 14: Education officials’ preferences for evaluation of CPD

Response Frequency (%)
Number of training sessions for professional learning 54 (94)
Customer (school, teachers, parents) satisfaction 26 (46)
Keeping a high professional profile 28(50)
Self-evaluation 48 (86)

Almost all (94 per cent) of the officials chose counting the hours of training sessions
they attended as a criterion for the evaluation of CPD effectiveness. It was assumed
that their preference was influenced by the weight of this criterion in the current
evaluation system, where the number of training hours must be recorded. In the
interviews there were officials who expressed their concern about this evaluation
criterion, revealing that because of it officials were obliged to take training sessions
irrelevant to their tasks. It was suggested that instead of simply counting the
number of training hours, evaluation should be done to see how officials use what
they learn from training at work or what changes the training brings about at work.
Official Kim expressed her worries:

There will be officials who did their best to perform the newly assigned tasks

and had no time left [to attend training sessions]. They will be given the worst

result I'ni worried that | will be one of them. This is very de-motivating.



Among the officials, 46 per cent do not count customer (schools or parents)
satisfaction ratings and 50 per cent do not consider keeping a high profession.il
profile as criteria for the evaluation oftheir professional learning. According to llin
current government-led evaluation system, these two criteria are not included in
the rating. Once again, it seems that the officials’ preference for evaluation crilci 11
is influenced by the uniform evaluation tool imposed by the government. Othei
officials agreed with Mr Park, who said:

Although customer satisfaction and keeping a high professional profile are
emphasised in our changing society, they are not included in the evaluation
of government officials. The ministry seems to think they are not directly
related to professional learning.

The interviewees thus expressed their concern with the gap between what is
reguired in society and the official view of professional learning.

A strong majority (86 per cent) of education officials expressed a preference foi
self-evaluation as a criterion in the evaluation system. All of the participants in tlikm
interviews seemed to welcome and support self-evaluation that would encourage
education officials to participate in self-reflection upon their work, rather than
responding to obligatory evaluation imposed externally. Official Jeon stated:

One of the advantages self-evaluation can bring is that officials are encouraged
to participate in the evaluation process, rather than sitting on their hands. They
will take more responsibility for their own professional development. My experiem ¢
says people become objective in self-appraisal. No worries about subjectivity.

Reflection on CPD for professors and education
officials in Korea

The findings of this investigation show the process of implementing the government
mandated innovation in professional development is similar to the strategy the
Korean government adopted to achieve unprecedented success In economic
innovation within a short period oftime after the Korean War. The essence of the
strategy isto make innovation compulsory with a carrot-and-stick approach.
Universities are reguired to implement the government-mandated evaluation policy
so as to be eligible for financial support that will enable them to survive. In this
situation, evidence of professors’ professional development is considered as one
of the criteria for universities to receive government funds. There is, however,

a mismatch between professors’ motivation for CPD and the universities’ goals.
The problem lies in the top-down approach universities adopt in implementing
government policy. Although the professors themselves recognise that CPD is
significant for professional effectiveness in a rapidly changing society, their sens<m
of ownership and agency is limited in the process of implementing the policy and
they play a passive role in the change process.

As the literature confirms, successful professional development and change should
start with teachers, or in our case with theteacher-educator professors or education
officials, and with an acknowledgement of their agency. This appears to be one ol



the key ingredients in the success of CPD. Just as important is the institutional
climate, and whether institutional leaders and administrators provide adequate
support for successful professional development. As O'Sullivan (2001:195) notes,
within a conducive institutional culture teachers are able to reflect, access new
ideas, experiment and share experiences, and there is greater potential for
professional development and institutional improvement. Thus, a supportive
institutional climate should not be undervalued or neglected by institutional
leaders for the sake of short-term goals imposed by the government.

In Korean culture, professors tend to perceive pursuing professional development
as similar to the doctoral degree-seeking process, where they take responsibility
for their own learning and fulfil requirements on their own. The common belief about
professional development is that professors, as highly qualified professionals, know
their field best and their CPD can be pursued in isolation. However, a collaborative
professional learning environment is recognised in the literature as a critical
component in the success of continuing professional development for any group.
Similarly, in the Korean context, mentoring is thought of only in terms ofthe induction
of beginning lecturers during the first year of their working lives rather than a mutually
beneficial partnership that can extend over a longer period. The results of this
investigation suggestthatthere is a need for teacher educators to change their
perception about professional development and to engage more in those activities
that involve partnership and collaboration with colleagues. As Rhodes and Beneicke's
(2002) study shows, peer-networking mechanisms as a means to enhance CPD
(encompassing two or more individuals working together to enhance information
exchange, dissemination of good practices, and the organisation of mutual support
and learning) can have significant benefits for the participants. This kind of
networking may occur between individuals or groups within individual institutions
or in collaboration with other institutions. Thus, if an individual cannot find the
required collegiality within his/her own institution, s/he may seek it elsewhere in
the system. It seems, therefore, to be necessary to build up the institutional
environment for collaborative learning in Korea, whether in universities or in local
education offices, to foster more co-operative professional development.

The kinds of CPD in which professors and education officials engage are strongly
affected by the criteria for the evaluation of their professional effectiveness that
policy makers have designed. The evaluation system has had an undesirable
wash-back effect on professional development, restricting the forms or activities
that teacher educators pursue for their professional learning, e.g. the tendency
to take CPD activities with more credits available or to fulfil the required number
of training hours, neglecting CPD which might have a more direct impact on
actual practice. Teaching loads and the amount of administration work were also
identified as constraints inhibiting successful professional development for the
professors and education officials, respectively. As the research literature
suggests, educational policy makers should work to remove constraints identified
as inhibiting effective professional learning, so thatteacher educators have time
and opportunities to reflect on their own practice and to pursue collaborative
professional development through sharing practice with their colleagues.



There remains a significant gap between individual teacher educators’ needs

and what is available to them interms of CPD, which may result from standardised
forms of CPD being preferred because of the evaluation system. Furthermore,
the results of the professional development evaluation are often used as criteria
for reappointment, promotion or incentives rather than as measures of how
individuals develop as professionals. This approach isjustified by the perceived
need for external stimuli to motivate teacher educators to be actively involved in
professional development activities, though the meaningfulness of such motivation
is questionable when the system fails to take account of the effects of CPD on

the participants in their working lives. Due largely to the considerable resources
expended on it, policy makers and administrators tend to consider involvement in
CPD only in terms of quantification; yet, as most meaningful change tends to be
long term, evaluation needs to run alongside professional development activities,
and the effectiveness of CPD in changing practice also needs to be considered.

Conclusion

The findings of this investigation show that language teacher educators, whether
professors or education officials, have a need for continuing professional developmenl
to meet various demands in a rapidly changing society. The investigation revealed
that the ways in which professors pursued their own professional development w;r.
strongly influenced by university or government-mandated evaluation. The top-down
and standardised evaluation is designed to measure teacher educators’ performance
quantitatively, e.g. the number of publications professors have completed or the
number of hours of training sessions education officials attend. We suggest that
too much evaluation, especially of a quantitative type, works against genuine
continuing professional development for any group. There is a clear need in Korea
for alternative ways of enhancing professional learning, which see professors and
education officials as agents of change in their own professional development.

A key learning point from the findings is that if ministries want their English teacher
professors and education officials to engage in CPD, they need to be much less
directive and rigid in terms of how they evaluate performance.
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Appendix: Questionnaires for university professors and
education officials

Questionnaires for university professors

Section 1: Background information

1. Sex:__male __ female

2 Teaching experience at universities: year(s) month(s)
3. Degree held:____ Ph.D. ___ MA

4 Teaching hours per week:____ hour(s)

5 Teaching experience at schools:_____year(s)_____month(s)

Section 2: Current situation
1.  Why do you think you need to pursue professional development for yourself?
Choose the three most important reasons.

Reasons /
being assigned to a new task

improving teaching effectiveness

meeting requirements for promotion

meeting requirements for a higher annual salary

competing with newly appointed professors

meeting needs in society

preparing for future education

other

2.  What forms does your own CPD take and how effective is each form?
Choose the three most frequent forms and rate the effectiveness of
each one for your CPD.

Form / Response (1:least - 4:most effective)
1 2 3 4
teaching improvement activities
doing research
publication
joining academic associations
keeping a high profile
media/press activities
volunteer activities

other



JP Activities /

teaching improvement activities keeping ateaching diary
self-observation
peer-observation
getting consulting from experts
feedback from student evaluation of teaching
attending workshops for teaching improvement
joining learning community with teachers
participating in mentoring
other

doing research university-supported research
outside organisation-supported research
research in collaboration with outside organisations
other

publication domestic peer-review journals
international journals
book publication
other

joining academic associations attending conferences
presenting research

review articles

other
4. How are the forms of CPD evaluated and what are their results used for?
CPD form Evaluation Use of results

Section 3: Constraints and support
1.  What are the major constraints in pursuing CPD and other means
of improvement?

Response /
teaching load

lack of customised CPD programmes

lack of cooperative development with colleagues

obligation to meet criteria university evaluation

pressure from promotion or contract

other



Response /
teaching load lessened

CPD as optional not obligatory to all

building up learning community

sabbatical/officially authorised leave for CPD

customised CPD programmes

other

3.  What criteria would you prefer for evaluation of CPD?

Response /
training sessions for professional learning

teacher evaluation by student

research and publication

participating in academic associations

self-evaluation

other

Questionnaire for education officials

Section 1. Background information

1. Sex:__male __ female

2 Experience as education officials:__ year(s)____month(s)
3. Teaching experience at schools:_____year(s)_____month(s)

4 Degree held:____ Ph.D.____MA

Section 2: Current situation
1. Why do you think you need to pursue professional development for yourself?
Choose the three most important reasons.

Reasons /
being assigned to a new task

improving task performance efficiency

meeting requirements for promotion

meeting requirements for a higher annual salary

competing with newly appointed professors

meeting needs in society

preparing for future education

other



2. What forms does your own CPD take and how effective is each form? Choowi
the three most frequent forms and the effectiveness of each one for your CPI)

Form I Response (1=least effective, 4=most effectlvo)
1 2 3 4

training for school consulting

training for administration competency

training for developing teacher training
programmes

doing research and publication
joining academic associations
doing volunteer activities

other

3. What kind of activities are you involved in for each form of CPD?

Main form of CPD Areas /
training for consulting in school  curriculum implementation

teaching consulting

professional development

counselling

parents support

collaboration with community

technology

school inspection

personnel management

school administration

other
training for administration on- and off-line courses
competency

leadership

language improvement
status-tailored courses
overseas training

other

training for developing teacher  design training curriculum
training programmes

training curriculum evaluation
designing customised training programmes
other

doing research and publication  joining learning community
conducting educational policy research
review research reports
publishing articles or books

other



joining academic associations attending conferences
giving talks
being a board member
other

doing volunteer activities donation for education
voluntary work for community
mentoring
other

other

Section 3: Constraints and support
1. What are the major constraints in pursuing CPD and other means
of improvement?

Response \
administration work load

lack of customised CPD programmes

lack of cooperative development with colleagues

lack of motivation for CPD

pressure from promotion/contract

other

2. What support would you prefer for effective CPD?

Response \
reducing administration load

officially approved leave for CPD

customised CPD programmes

setting up learning community

CPD as optional not obligatory

providing incentives

other

3.  What criteria would you prefer for evaluation of CPD?

Response \
the number of training sessions for professional learning

customer (school, teachers, parents) satisfaction level

keeping a high profile

self-evaluation

other

If you are interested in participating in a follow-up interview, please tick yes and
give your email address and phone number.

n Yes email phone:

[ 1 No
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‘My life changed when | saw

that notice’: an analysis of the
long-term impact of a continuing
professional development
programme in Bulgaria

Anne Wiseman

Introduction

This chapter describes the process of evaluating the long-term impact of a
trainer-training programme, which developed into a lifelong learning, continuing
professional development (CPD) experience for a group of teacher trainers in
Bulgaria. There are two innovative aspects of this evaluation: firstly, in relation to
the time dimension - the context is revisited some 12 years on from the formal
end-point ofthe programme, which is extremely rare in project evaluations;
and, secondly, the programme is re-evaluated by analysing the trainers’ life stories,
using narrative history and life stories as a methodology.

The evaluation assesses the long-term impact of the original programme and
describes the subsequent CPD activities which the trainers pursued as a result

of the initial training programme. What emerged during this evaluation process is
the strong impact the original trainer-training programme had had on the trainers
due to the innovative nature ofthe programme for its time and context. | will discuss,
therefore, how a programme can affect participants in ways which cannot be
anticipated in the planning stages by the trainers or course designers. In addition
to describing the evaluation process, | will also analyse the long-term outcomes
of the original training programme as revealed from the stories told by the trainers.
In general, these are positive towards the programme and, in some cases, the
subsequent outcomes are surprising.

The political, educational and continuing professional
development context in Bulgaria

A number of studies have been undertaken analysing the impact of the fall of
communism and the subsequent introduction of afree market economy into former
Soviet bloc countries (see, e.g. Grancelli, 1995; lankova, 1998; Littrell, 2005) and
all conclude lliiil the totalitarian regimes stifled a generation in terms of creativity
and |Im ability lo develop initiatives. The effect was to be seen throughout I astern



and Central Europe in the following decades. A study comparing personal initiative
inthe former East and West Germanys (Frese et al., 1996) showed significantly
lower personal initiative in the East than in the West, which they assert was the
result of over 40 years of bureaucratic socialism discouraging people from
displaying any initiative at all in the workplace.

Because there was no feedback via the market, there was little pressure to
change things [at work]. As there was no competition with other companies,
there was little incentive to develop high-level goals. The company goal was
not to reach a high productivity level but to not make mistakes. Managers in
the East were by and large more conventional and risk-avoidant than managers
in the West. [...] Employees in East Germany had little control [over their work],
(Frese et al., 1996: 40-41)

The education sector was also affected by this lack of creativity. Teachers as well
as managers had been told what to teach and what to think, and were reluctant

to voice their opinions. Mitter (1987) argues that most teachers trained in a socialist
environment did not and probably could not implement innovative educational
change in the early stages of the transition to democratic government: Although
the period of 1990 to 1992 was marked by an intensity of retraining efforts, exposure
to new methodology does not guarantee changed outlook.’ (Mitter, 1987:49).

The following teacher’'s comment illustrates the paradox of high enthusiasm

and low understanding of participatory decision-making:

The changes in schools are so many. It is wonderful. \We are all very much excited.
Yet, we are not sure of the resultjust now. Me must wait to find out what the
new parliament will tell us to do. (Maria)

During the period of communist rule in Bulgaria the influence ofthe Communist
Party and its ideology pervaded every part of the education system: textbooks
would contain references to the five-year plans, to the workers’ co-operative or

a day out at the Karl Marx Museum, plus numerous references to the Party leader,
Todor Zhikov. Teaching methods tended towards the didactic and students were
not expected to think critically. In keeping with this, teacher training and development
was based on a standard methodology delivered as an option by the philology
departments of the universities.

As with other countries in Eastern and Central Europe, continuing professional
development for teachers in Bulgaria pre-1989 was approached from a different
perspective than it is today. Anecdotal information gathered in conversations

I had during that period and later on from the interviews Iconducted for this current
research indicated that professional development courses were not popular with
teachers. This was partly because attendance was obligatory and partly because
sessions were delivered in a lecture mode that did not deal directly with teachers’
needs in the classroom. Throughout the country the teacher trainers, or Metoditzi,
delivered CPD locally in their areas, but again, anecdotal evidence revealed that
the teachers did not always feel at ease with the Metoditzi who had the power to
decide who would get promotion, and who would attend any development courses
abroad each year.



With the fall of the Berlin Wall in November 1989 and the ensuing introduction of
democratic systems of government, Western government funding was channelled
into countries in Central and Eastern Europe that were seeking to establish new
education reform programmes. In Bulgaria much of this reform was centred on the
re-training of teachers of Russian to teach English. Linked to the re-training for
teachers was the need for more teacher trainers in the country to help with the
reform programme. The British Government's Know How Fundllenabled the British
Council to establish atrainer-training project to provide support to the Bulgarian
Ministry of Education.

The original CPD project

The aim of the original CPD project in Bulgaria, which began in 1991, was to develop
acadre ofteacher trainers to meet the urgent need to re-train hundreds ofteachers
to teach English. Almost overnight Bulgaria had moved from a communist dictatorship
to ademocratic system, and with it came the desire to reject anything associated
with the old regime. This included the learning of Russian, and its replacement with
the language that represented Western values and ideals - English. This radical
change imposed by governments throughout Eastern and Central Europe was
addressed in avariety of ways. Many governments introduced what was termed

a ‘fast track’ programme, whereby the teachers of Russian attended ‘fast track’
training courses in the teaching (and learning of) English. In Bulgaria these courses
were open to any teachers from any fields, or indeed anybody with a desire to
teach, such was the urgency of providing the required number of English teachers
for the new curricula.

The British Council trainer development course in Bulgaria was always intended

to be part of along-term professional development programme for teachers who
could show they had the capacity, interest, desire and skills to become trainers in
the ‘new world’ of democratic education. Teachers applied for the course and were
interviewed and selected by ateam consisting of myself and two Bulgarian English
Specialists. Many teachers applied to join the course not really knowing what they
were joining (as comments in the section on ‘Research findings’ will demonstrate).

A major obstacle which the project initially faced within the Bulgarian teacher
education system was the idea of ateacher trainer who was also a teacher, from
the ‘ranks’ as it were. This concept was very different from the previous system of
Metodizi mentioned above. In order to be effective and have time off their normal
school duties to deliver workshops across their region, the trainers needed to have
official recognition. This was a long legal battle, but after two years the government
passed an edict recognising the trainers and thereby allowing them time off from
their school duties to deliver teacher training in their regions.

The trainer-training course itself contained both theoretical and practical
components, but the primary emphasis was always on the practical. The reason
for this was to enable the new trainers to demonstrate quickly and clearly to

" The Know Ilow Fund (KHF) was the technical assistance programme that the British government launched in
uUn’\lirlnu "1 10B9 to encourage Poland’s transition from communism to democracy and free market capitalism.



novice teachers simple classroom technigues and skills, moving away from the
traditional pedagogic lecture that was the mainstay of many, if not all, teacher
training courses attached to the philology departments at universities. Trainer
training sessions were always conducted in a workshop format using an inductlV’
approach, encouraging the trainers to evaluate and work out routes to developing
their own workshops. In this respect | would characterise the training more as
trainer development, as the approach was to develop the innate skills which th< =
teachers already possessed. This in itself was innovative for the time and for the
context, asteachers had never been asked to work in this way before.

Although the British Council trainer-training programme was by no means a new
approach for trainers from other parts of Europe, interviews from the research |<iin
currently undertaking reveal how innovative it was for Bulgaria and, in some case>s
how personally disruptive and worrying the different approach to training was foi
the trainers. Some participants indicated how difficult they found itto cope with
this new way ofteaching, training and even thinking; others indicated the extent to
which it presented severe problems.

The professional development of these trainers took the form oftraining courses
and, later, supporting seminars and workshops. Building on the existing in-servic i
training pattern, atrainers’ meeting for professional development was held in
each of the three training centres in Bulgaria in autumn, spring and summer.
These meetings were intended to build up a supportive team and to engage
participants in reflection on their professional developmentto date, with action
plans for next stages. An unstated aim of the meetings was also for trainers to
support each other.

The innovations introduced via the trainer-training project were many: it introduced
the idea of trainer-training itself, the concept of inductive learning and teaching,
and the freedom of thinking about the meaning of education in terms of the
original Latin (ex duco - leading out). The British Council team, along with other
educators from the UK well versed in this approach, did not realise at the time how
much the innovative nature of training struck the participants, and how deeply
they were affected.

Project evaluation: traditions and innovations

Traditionally, evaluation of donor-funded programmes has tended to focus on
outcomes and outputs and, in doing so, often avoids the personal, i.e. the effect
or impact a CPD programme might have in the long term on the people involved
in the project. In many ofthe projects in which | have been involved most of the
evaluations took place during and immediately after the project, but none had
plans to assess the impact of the project on the participants themselves or to
review the project after a lengthy period oftime. Hence, my concern now is to
ask that ‘extra question’, and to evaluate the effect of a CPD programme or project
long after its official termination, including to what extent the programme has
had a long-lasting effect or impact on the trainers’ professional lives. Ihis approach
to evaluating the impact of a professional development programme is innovative
in two respects:



1. The focus is on the impact of educatlon.il < 1limi<u|h<mii i .. BT
involved in the process.

2. The focus is on the long-term impact of education.il 11 ...

Impact on people

Studies have evaluated the impact of educational change projects on rt;sull

or on teachers’ beliefs and attitudes (Phipps and Borg, 2009). However, there h.r.
been very little research to date looking at the impact of educational change on
people’s lives. This is perhaps understandable, as any study of this nature has to
be a long-term process and needs to be factored in and budgeted for at the very
start of the programme. The Independent Commission for Aid Impact (ICAO (2010)
notes the difficulties when measuring the impact of a project. Among the
challenges they list are:

1. Determining causality: where changes are observed, evaluators and aid
agencies need to know whether they came about as a result of the aid or
some other factor.

2. Obtaining verifiable data of the impact of the programme and determining
attribution to a particular agency (where there are a number of delivery agents).

Bolitho (2012) notes that the fall of the Berlin Wall resulted in the funding of a
number of large-scale teacher-education projects in Eastern and Central Europe
and that the subsequent withdrawal of funding had different effects upon different
stakeholders, sometimes in places far removed from the project location:

Project after project in different parts of the world ended when the money ran
out and the planned time came to an end. This sometimes resulted in resigned
acceptance in the host community (among some professionals in Hungary, for
example, where the post-1989 injection of funding gave short-lived impetus to
the fast-track training of English teachers), in disappointment (which | sensed
most acutely in Romania, where funding ran out long before English teachers
were able to contemplate paying for their own professional development or to
access European Union funds), or in ill-feeling (as in francophone Africa, when
ELT professionals there realised that most of their share of the aid cake was being
redirected for political ends to the newly ‘liberated’ countries of Eastern and
Central Europe). (Bolitho, 2012: 33)

This sums up the potential for disillusionment there was around Eastern and
Central Europe when project funding was withdrawn. However, evidence from the
interviews undertaken for this research shows that, in the Bulgarian case, many
of the trainers were more positive, and took it upon themselves to take forward
their own professional development.

Kushner (2000) and MacDonald (1985) have written extensively about a concern
for the ‘personal’ in evaluation. In The Portrayal of Persons in Evaluation Data,
MacDonald (1985: 53) argues that evaluation should take ‘the experience of the
programme participants as the central focus ofthe investigation’. MacDonald argues
that the ‘heart’ of evaluation, i.e. the people involved in a project or programme,
are often led out of the evaluation process and are simply used as data as evaluators



speak clinically of continuation, revision or termination of a programme. He argues
that: ‘the evaluation task should display educational processes in ways which
enable people to engage it with their hearts and minds.’ (MacDonald, 1985: 51)
Kushner contests that ‘Evaluations... tend to favour the voice of those few for
whom programmes are useful instruments to advance their careers and their
economic power. Forthe majority of people involved in a programme, the concept
of programme is barely understood and even irrelevantto their lives.” (Kushner,
2000:11) Kushner is interested in what he can learn (as an evaluator) from the
participants involved in any programme he is evaluating.

My research has taken this concept one step further, building on the notion of
personalising the evaluation, and following it through in the long term to find out how
far a CPD project has impacted on the participants’ professional lives 15 years after
its official end. Typically in a project or programme evaluation, questionnaires will
be distributed, often asking participants to grade their satisfaction with aspects of
the programme orto comment on it in open-ended questions, but very little time
or money is available to focus on the heart of the matter - the people themselves.
This is surprising given that one of the key issues in evaluation must surely be the
impact of a programme on the people involved.

Long-term impact
Longitudinal evaluations are rarely undertaken, partly because they are costly.
As the ICAI (2010: 10) notes:

The impact of aid programmes can often be fully assessed only [my italics] long
after the programme has been completed. Programme evaluations, however,
usually take place during or shortly after the programme in order to be able to
provide timely conclusions. This can present challenges as longer-term impacts
may notyet be apparent.

The research lam undertaking takes the long-term view and provides the trainers
with an opportunity to reflect on their own career paths and professional identities
since the project ended.

The research project

Background

To sum up my purposes, lam currently undertaking a longitudinal study in order
to investigate how participants perceive that their professional lives have developed
since the CPD project in Bulgaria ended in 2000. The research started in 2012
under the auspices of The University of the West of England, Bristol. My research
was approved by the Ethics Review Committee, and to initiate the research

I contacted members ofthe first cohort of trainers in Bulgaria from the CPD
programme to see if they would be willing to be interviewed. Initial contact took
some time as some of the trainers had moved abroad, but through two members
ofthe team |was able to contact the entire first cohort via email with a request
to be in contact again, providing an outline ofthe research | was undertaking.

I made the assumption that those who did not reply would not be interested in



being interviewed. In fact, 90 per cent of the first cohort who were still in Bulgaria
did reply positively and consent forms were distributed that outlined the research
and ensured all rights to anonymity.

Ithen made three visits to Bulgaria to undertake in-depth semi-structured interviews
with seven trainers from the original CPD trainer-training project. During the first
visit | also interviewed two other people who were not part of the original trainer
training project, to gain a perspective ofthe times viewed through different,
non-pedagogical lenses. One interviewee had been the Head Librarian at the
British Council, appointed in 1990 as soon as the British Council was re-established
in Sofia; the other is a well known poet and short story writer, Georgi Gospodinov,
who gave an interesting insight into pre- and post-Communist life in Bulgaria, wim h
is also reflected in his short stories. These interviews gave me aricher understanding
of the background against which Iwas interviewing the trainers and facilitated .i
wider and deeper perspective on what Iwas being told.

Methodology

My purpose in interviewing a small number of trainers was to narrow down the held
and look in depth atthe interview data though a variety of lenses. All of the interview,
are unstructured in the sense that | have asked participants to tell their life histoi H",
since the end ofthe project, with prompts or probing questions as necessary. |hr.
sometimes takes the form of stories; in other cases it is a conversation around the
interviewee’'s life history. In all cases the interview is a co-construction between I*
interviewer and the interviewee. Life histories are central to this methodology, .r. il
isthrough the stories which the people tell and the reconstruction of their lives
lived that they can connect past experiences with new knowledge.

Positioning

Throughout this process | have been very aware of my position as the previous
Project Manager and team leader, who is now conducting interviews to examine
the effect of the project 15 years later. Taking Reinharz’s (1997) notion of the
‘variety of selves’ in the field, |, as the interviewer might have as many as 20
different ‘selves’, ranging from the professional - previous project manager of a
large-scale ELT project in Bulgaria -to the ‘brought self’ of being a mother and
being British, to the ‘academic self' of being a researcher. However, the fact: that

I know the participants well and had spent some formative years with them meant
that our conversations were much more interesting, richer and revealing than
those I could have had with participants whom Idid not know so well. An additional
benefit was that all the participants were prepared to share personal, difficult or
even painful aspects of their personal and professional lives with me during the
interviews, something which | had not originally anticipated.

In order to stimulate the stories and reflections | have used material such as photos,
books and records. This has led to reflections on the times and the activities and
thoughts around the whole process of professional development. Each inter view
lasted between 15 and 30 minutes, and was recorded and subsequently transeiibed
The interviews look place in a quiet room, but were often followed up in a <ale
with oilier members ol Ihe group and inevitably discussion around CPI) and the



original training programme ensued. | was very keen to capture all the conversations,
so attimes | set up the recorder again, or, if this seemed obtrusive and likely to
inhibit the conversation, | made notes when Icould and on return to my hotel room
made a written record from memory of the main points of the conversation,

with the consent of the participants.

Sample selection and representativeness

To date | have interviewed seven trainers who joined the trainer training team in
Bulgaria in 1991. There were three key factors that influenced my decision to use
this group as the sample group:

1. It was this group which had originally attracted my attention as | had
maintained contact with many of them over the years and noticed how they
had continued with their professional development long after the project
ended, and how some had progressed well in their academic careers.

2. This group were the first to apply to join the project in 1991 - an act which
was significant at that time of political upheaval.

3. Itwas also members of this group who had voiced the comment that the
training or the project had changed their lives.

This sample group represented the first wave of teachers who were keen to look
at ‘new’ methodologies and break out of the old system. They chose to join the
trainer-training project quite freely, although comments from their interviews
reveal how initially they were not really aware what they were joining or getting
themselves into, as we shall see in the ‘Research findings’ section.

Sveti, Yola, Syria, Vera, Iris, Sara and Gaill2had all shown serious commitment to
the trainer-training programme from the very beginning. As | had kept in sporadic
contact with them, I discovered over the years that they had all furthered their
careers and, in some cases, had started their own educational businesses such
as consultancies and language schools.

Data analysis

There are a number of ways in which the researcher can analyse the data collected
from interviews, ranging from discourse analysis to conversation analysis and
semiotics. Initially | worked from a grounded theory approach, as lam concerned
with developing a hypothesis from the data analysis (Charmaz and Bryant, 2011).
Taking this approach, lam analysing the data for commonalities or recurring themes
from which I may draw some conclusions. Although the data analysis is ongoing,

to date all transcribed interviews have been analysed under four headings,

as discussed in the following section.

Research findings

The intended outcome of the original CPD project was the creation of a nationwide
network of teacher trainers who were able to train English teachers on the fast
track programmes, as | have outlined earlier. However, the data collected from the
interviews has revealed a number of unintended outcomes related to continuing

:QPseudonyms hnvn been <liven li>piovidc *monymly,



professional development. These can be categorised into four areas: professional
identity, personal development, career progression and expectations, and
pedagogic beliefs and values.

1 Developing a professional identity
By telling their own stories, the trainers are at the same time making meaning of
their experiences and then also thinking about their identities. The notion of identity,
particularly in relation to the changing of roles from teacher or lecturer to trainers,
comes through in the interviews quite clearly:
When people would ask me what | did | would say, well, I'm a lecturer at the X
University and then I'm a teacher trainer at the British Council, and sometimes
this came first.. and it was true | really felt myself as a teacher trainer first of all,
although when | started - when | got into the project - 1lhad really no idea
about what was going to happen. (Syria)

Because we started acting as teacher trainers, eventually we, |, started feeling
great about it and liked it. (Sveti)

There is no doubt that the trainers identified themselves very much as being part
of acommunity of practice, using Lave and Wenger’s (1991: 98) term, described as
‘an activity system about which participants share understandings concerning
what they are doing and what that means in their lives and for their communities’.
This comes through strongly in many comments.

It helped me make contacts, which was of great benefit because normally I'm not
a very outgoing person so it was an opportunity for me to make very valuable
contacts both on a personal basis and professionally. (Iris)

Well it was a major impact on my professional life in many ways; above all,
connecting to all these people, professionals. And learning. (Vera)

The thing is that | say something, just two or three words, with Elena and she
understands. With other people, even university people who haven't been part of
this group, | have to explain myself. We both have a shared knowledge. (Vera)

And because it was very different, it was very difficult to take everything in,
which sort of... it totally changed my professional personality. (Yola)

From these comments we can clearly see the sense of community which was built
up during the project. Even now a majority of the trainers from the first cohort still
stay in touch and provide each other with support.

2. Personal development and life-changing’ events
Part of my rationale to conduct this research was to explore what lay behind
the comment which | had heard from time to time that the project had changed
people’s lives. Interestingly, this view was articulated unprompted in a number
of interviews, for example:
/ underestimated myselfin many ways. | wasn't ambitious to make a career.
But [through the project] | realised that relationships helped you. (Sara)



Yola talks about how, because of the project, she became inspired to learn new things,
and continues to do so even now:

I learned to swim at 40, llearned to drive and now | am learning Turkish.

This inspiration to continue learning even spread to her family:

This [project] changed rny life. So when my husband, for example, got involved in
new/ things, it was thanks again to the fact that | encouraged him to do this. So at
some point he combined computers with language teaching and now he has a
betterjob than me.

Gall also feels thatjoining the cohort of trainers changed her life:

Actually, I think a single event which happened in the university changed my
life significantly. And this event is when | saw a notice on the noticeboard saying
that British Council Sofia is organising a kind of teacher-training course and
anybody can apply.

3. Career progression and professional development

As mentioned in the preceding section, many of the participants were not aware
of the exact nature of the trainer training and how it might impact on their lives
and professional development. These reflective comments indicate that:

I somehow didn't foresee at that time the impact... because ljust thought
| was going to some kind of seminar or something, it wasn't quite clear that
it would be such a big thing that would develop. (Yola)

/ had really no idea about what was going to happen, and whether | would stay
there, | really did it quite accidentally. It wasjust somebody mentioning the project
and encouraging us to try. Well see whether there's something for us there. (Sara)

For some trainers the change to what was, to all intents and purposes, a new
way of thinking and behaving, was quite shocking, although the team became
very supportive towards each other.

It was Maria, ifyou remember her [...] while we stayed at the centre she supported
and helped me. And later on | appreciated the fact that | had the courage to stay
on. At some point | was on the verge of giving it up because | thought it was very
difficult, | couldn't understand. (Yola)

As the training progressed it was clear that not only did we need to train more
trainers interms ofthe methodology of training, but time also needed to be spent
on other areas of professional development such as materials design, syllabus
development and issues around testing. Although not initially part of the intended
outcome of the project, this broad foundation proved invaluable later on for some of
the trainers who moved to different areas of training. For example, Vera found that
when she moved to teaching in a medical university she was able to use her previous
experience to help design a new syllabus and create materials, as she explains:

This teacher-training period helped me alot in materials design and programme
design and syllabus design. When we were about to train teachers, wo hud to

design our own materials and somehow the fact that | always was used to sitting
down in front of a white sheet of paper and writing down the plan oi the seminal



or the plan of the course, it helped me a lot, planning the syllabus for nurses,
for midwives for pharmacy students as well.

Over a period oftime the new trainers became respected and were asked more
and more to deliver teacher-training programmes, as Syria said:

At some point | realised that quite a few people in quite a few places all over
Bulgaria, had heard about me, | was known, | became known to many people.
And | felt great about it.

Others took part in research projects, while many took up lectureship and professor
posts in Bulgarian universities.

In some cases the enthusiasm with which some of the trainers devoted themselves

to the teacher-training programme and other associated professional development
programmes meant that they neglected their own academic careers. In one or two
cases some very expert trainers and methodologists did not get promotion because
they had not devoted their time working towards a doctorate, which was required
in the system. However, all the trainers in that position felt that instead they had
developed professionally, as these comments demonstrate:

I would separate professional development and career development, because

in terms of promotion, getting higher in the hierarchy, there's not much, not really,
very minor; in terms of professional development and development as a person
who deals with other professionals - alot. The career development is perhaps
personal. Because we had the option not to become PhDs we didn't, because it
was not a university where you were required to grow in the hierarchy and have

a PhD almost from the start. We were encouraged to do research work and
develop like that but it was not so forceful. So we focused on teaching and good
professional teaching. (Syria)

Idon't think | would have gone this way without the British Council, definitely.

| would probably have gone on teaching probably. Think of our colleagues who
did not. do any teacher training when wejoined the university, some of them
never did any teacher training, some of themjust continued lecturing. They didn't
become involved in many projects. Others wrote PhD projects. | didn't. This is a
very sensitive subject... | mean academically there is probably something more
to be done. (Sveti)

The immediate result from the trainer-training programme and CPD programme,
when funding was gradually withdrawn, was for the trainers to take it upon themselves
to continue with their own professional development. Some did this via research,
others through developing new courses at universities and colleges, others via writing,
following up initial contacts and getting involved in new projects, as we see here:

And actually it was this event lundertaking the trainer training] which triggered off
a chain of events. After that, the first thing I did, | established some contacts, and
then | applied on an individual TEMPUS project, the same place in two year's time.
Again, the University of Leeds, and again ESP area. It was a very successful one.

| also established some contacts there with people at the university and | managed
to publish my first article on Suggestopedia. (Gail)



Yola also commented that the project enabled herto learn a new way of doing things:

First of all | learnt things from you - how to write an article, for example. Nobody
before that had ever told me how to approach apiece of writing, so these things
are all things that | later on used in myjob. All the seminars that we had in this
project were very useful because they had practical aspects .. so this gave me
the literacy for teaching in general.

4. Change of pedagogic beliefs and values

Interms of education reform in Bulgaria, is it interesting to see how teaching
methodology gradually took precedence over the more traditional approach to
training English teachers, which relied heavily on a philology background and
was generally a didactic, transmission-led approach. One interviewee reported:

I remember Prof D teaching linguistics but [because of the project] Elena and
me and Maria wanted to go more into teaching and what made good teaching
and what made it different.. So it was really a change from linguistics. We had
to move [towards methodology], (Sara)

Others commented:

Methodology was underestimated then [pre-1990]. But we did contribute to
changing that in Bulgaria. Joining this project prepared us, and we talked about
it in the staffroom. People listened. (Gail)

It wasn't quite dear that it would be such a big thing that would develop. It changed
my professional way, life, but in a very positive direction because it gave me
insight into a different school of learning in general; because the education | got

in Bulgaria was quite traditional concerning methods of teaching. (Yola)

No, no we didn't have this kind of systematic teacher training, no. | mean, like the
way you structure, for instance, a session with trainers’ notes and trainees' notes,
no.. and all the mechanics, no it was completely new. We were not trained into
the seminar style when you give a kind of talk - short talk, then you organise a
discussion. This new task-based approach was the key. (Sara)

For some the new approach to teaching and training was quite traumatic:

For the first two weeks, 1992,1remember very well, | even had some emotional
problems [...] because | couldn't cope with the ideas - the way they were presented.
Initially it gave me an inside struggle because the way | have to study these new
things, these new methods, teacher-training methods also was completely different
from what | had done, so far. (Yola)

The change in pedagogic beliefs and values was welcomed by this group of
trainers who had quite forward-looking views for the time, but at the same time
we can see from some of the interviews that this transition was not easy. In the
following section we will see how in fact the transition has had a long-term impact
on the education system itself in Bulgaria as well as on the trainers who
implemented and who are at the heart of this change.



Lessons learned

The information provided via interviews from the trainers many years on has provided
much food for thought regarding how, with hindsight, things might have been done
differently on the project in three key areas. | shall discuss these in turn and also
summarise some of the other lessons learned from the research to date, which might
be helpful for project planners in the future.

1. Culture shift

Clearly the ‘new’ methodology was quite a shock to the system for many and,
although much appreciated subsequently as a valid and appropriate methodology
for training teachers, data from the interviews indicate that perhaps more time
was needed for some participants to adapt to the different mindset required to
accommodate a creative and, atthat time, innovative approach to teacher training.

2. Barriers and the need for adaptation

Interms of the project itself, the interviews also reveal not only the difficulty
of implementing change in a very rigid system but also show how atrainer can
still develop professionally despite the barriers and adapt what she or he has
learned to his or her own context. The following interview comment illustrates
the phenomenon:

It's a bit like Frankenstein's monster in a way. You have this idealism, this sort of
‘this is what we're going to do’, and then you're battering your head against the
wall and so in the end | suppose it's easier not to do it. But, it was a kind of switch
to more local things, so | started conveying my expertise directly to my students
.. SO | tried to train them how to learn on their own - learning to learn. So all the
expertise | got from the project I still apply, but in a more local way. (Yola)

The comment reveals the difficulty of introducing an innovation or starting a
change programme within a system that may not be ready for it. In some interviews
trainers reveal the difficulty they had in delivering what was still seen as a new
methodology. They also commented that in some ways the trainer-training project
was many years ahead of its time:

The thing is that slowly what our [ELT] group of people were doing is seeping
through the education system. Teachers of Bulgarian, teachers of other subjects
are not all aware of all these issues but the process is kind of slow and the people
who decide, the leaders in a given context, and educational context, are usually
further behind; and, because of this, somehow we have to wait for them to go away
and ripen for the ideas really to be implemented in all areas. (Vera)

As project designers we need, then, to be very aware of the barriers which
participants in any change programme might face from within and without their
own community. These should be indicated on the project design as a risk factor.



3. CPD project outcomes

As we have seen from the analysis ofthe data above, there will inevitably be a
number of unintended outcomes from a CPD programme, ranging from emotional
responses to a heightened awareness of professional identity. Perhaps, then,
there needs to be a broader awareness of what the outcome or impact might be
on the participants when designing a CPD programme, both in the long term as well
as the short term, and not only in the classroom but also outside the classroom.

4. Other lessons
The following points summarise other lessons learned, which have emerged from
analysis of the interviews so far:

m Always research the cultural context before any programme is designed and be
aware of the bureaucratic processes which may make or break the CPD programme.

m Always research the political history - what took place and between whom
before you arrived on the scene.

m Don'ttake anything for granted.

h Be aware not only of the participants’ aspirations and backgrounds, but of
the affective factors which can make or break a participant’s involvement in
a programme. What support mechanisms can be provided to help participants
in a major change project cope with the changes?

m Listen to the sub-texts of any questions or comments throughout the project.
Be aware that your questions may be the wrong questions or, at the least, irrelevant.

m Be aware of how commitment to a programme canjeopardise a participant’s
professional career in their own environment if not accredited in some way.

Analysis ofthe interviews to date shows how much can be revealed by an in-depth
investigation into the lives of people involved in professional development projects.
Although atthe end of many projects all ofthe ‘intended outcomes’ boxes may well
have been ticked, it isthe unintended outcomes which can be extremely revealing
and potentially more useful to programme designers in the future.

Conclusion

In this chapter | have described the context of an innovative continuing professional
developmenttrainer-training programme which took place in Bulgaria from 1991 to
2000.1have discussed the socio-political context and its impact upon the trainers
and the outcome ofthe programme on their personal and professional lives. | then
described the study Iam undertaking to evaluate the long-term impact of the
programme many years laterto determine to what extent (if any) the CPD programme
has helped the trainers develop professionally. What has been revealed is that, as
well as the intended outcomes, there were a number of unintended outcomes of
the project, both personal and professional. Data in this chapter reveals the
struggles and triumphs ofthe group to become professional teacher trainers and
to continue with their professional development while at the same time continuing
to supportthe educational reform process in Bulgaria.
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