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Foreword 

We have operated for a long time, in the education of second language 
teachers, as if we knew what we were doing. Or, perhaps more accu- 
rately, as if we knew how what we were doing would serve those who 
were learning to teach. The assumption was that the delivery of teacher 
education programs and activities was the key to success, and that learn- 
ing to teach was a by-product of good raw material — capable trainees 
and skilled trainers — solid designs in short- and long-term training pro- 
grams, and well-structured teacher-training materials. Delivery was thus 
synonymous with training, and training meant teaching people how 
to do the work of teaching. Underlying the various surface aspects of 
delivery, however, lay a rich and complex learning process, the process 
of learning to teach. Focusing on this learning process, as distinct from 
the delivery mechanisms, changed our perspectives in important ways. 
Principally, the shift in focus moved second language teacher education 
from concern over what content to deliver, and how to deliver it, to the 
broader and more ambiguous questions of how the content of language 
teaching is learned and therefore how it can be taught most effectively. 
The change is as fundamental as it is disorienting, for some, and ener- 
gizing, for others. But basically, once we recast the focus of teacher edu- 
cation, to move it beyond training to core questions of learning to teach, 
the landscape of our work is changed permanently. 

In this book, Jack C. Richards presides over the change. He brings 
together, in one volume, papers and talks that he has given over the past 
several years which open up this landscape. The work is noteworthy for 
two reasons: the conceptual tools and schemes that he assembles and the 
overall structure into which he sets these concepts. Just as furniture from 
a showroom looks better when it is integrated into the space and exist- 
ing material of a particular room, Richards brings together ideas that 
have been in recent circulation in second language teacher education but 
have yet to be clearly set down in relation to one another. In so doing, he 
performs an invaluable service to our field by recognizing this change in 
direction in our thinking, and by drawing together useful tools to chart 
its development. 

In the first chapter, Richards begins this mapping process by defining 
the scope of second language teacher education as he sees it. Defining the 
scope, or what has been called the knowledge base, of second language 

vil 



Foreword 

teaching is not a new undertaking. Beginning two decades ago, Strevens 

(1976), Spolsky (1978), and Kaplan (1980), among others, proposed 

various frameworks or models for the relationship between language 

teaching and the various academic disciplines that inform it, such as psy- 
chology, sociology, and linguistics. In fact, Stern’s book, Fundamental 
Concepts of Language Teaching (1983), presents a comprehensive sum- 
mary of the work to date that bears on a general model of language 
teaching. These antecedents differ significantly from the current work, 
however. Although they ranged in scale from the specificity of what 
Larsen-Freeman (1990) called a theory of second language teaching, 
which includes knowledge of language learners, learning, and pedagogy, 
to the breadth of Stern’s (1983) T! type theory, which positions language 
teaching within the larger social and disciplinary milieu, they all took the 
enterprise of language teaching as their point of departure. The second 
language teacher is viewed as a dimension of the activity, not the primary 
focus. But to understand how to educate second language teachers, one 
must examine and ultimately understand not only the processes of teach- 
ing but also the thinking of the teacher (Freeman 1995). And one must 
examine how that thinking is learned. It is this focus on learning to teach 
that has pushed professional thinking beyond training to an examination 
of the full complexity of second language teacher education. 

The concept of second language teacher education is central to 
Richards’ work in this volume. It has always been an awkward, and at 
times undefined, hybrid, however. The ways in which we have grouped 
these four words have shifted over the past ten to fifteen years, implicitly 
reflecting the shifting conceptual emphasis in our work. In the idea of 
teacher training, on which the field has been based, we emphasized sec- 
ond language teacher education. The focus was, as I said earlier, on how 
to educate people to teach second languages, and education was largely 
synonymous with training. The distinction was thus drawn between the 
content, that is, the second language, and person of the teacher, on the 
one hand, and the process, that is, education, on the other. We tended to 
pay far more attention to the former than to the latter. In fact, until the 
second half of the 1980s, education was essentially defined as training or 
delivery of whatever we knew or thought was important about teaching 
second languages. The complexities of how that knowledge of teaching 
might be learned or taught were not a central concern. Although some 
writers in the field had begun to conceive of a hierarchy of functions 
among teacher training, development, and education (e.g., Freeman 
1982; Larsen-Freeman 1983), interest in delineating how people learned 
to teach was hardly widespread. By 1990 the emphasis in the phrase had 
begun to shift in earnest to second language teacher education. Now the 
distinction was drawn between second language, as the content or sub- 
ject matter, and the processes of teacher education, and within teacher 
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education were housed the allied processes of teacher training and 
teacher development. 

In a sense, the publication of Jack Richards and David Nunan’s book 
Second Language Teacher Education (1990) marked a major opening in 
teacher education in the field, as the authors wrote in their preface: “The 
field of teacher education is a relatively underexplored one in both sec- 
ond and foreign language teaching. The literature on teacher education 
in language teaching is slight compared with the literature on issues such 
as methods and techniques for classroom teaching” (p. xi). However, 
although this work marked a clear move toward examining teacher edu- 
cation in its own right, the notion that learning to teach might itself be a 
process worth examining and theorizing about had not yet fully taken 
hold. Thus the relationship between the teaching of teaching and the 
learning of teaching was still to be examined. Understanding teacher 
education presented one set of issues; understanding teacher learning 
presents another. And linking the two is, indeed, a third area of work. In 
the past ten years, the work on understanding teacher education, its con- 
ditions, designs, and processes, has grown and indeed has flourished; this 
book provides some good examples, as in Chapters 6 and 10. Work on 
understanding teacher learning, although more recent (e.g., Freeman and 
Richards 1996), is evolving. 
Work remains to be done, however. As a process, teacher learning sug- 

gests many questions and directions that have heretofore been ignored or 
not considered. These include notions of adult learning and develop- 
ment, as in the study of professional life spans, teaching as a career, 
stages in professional development and so on, the role of socioinstitu- 
tional contexts in learning, for example in teacher socialization, and the 
contingent nature of teachers’ knowledge, as Richards discusses in 
Chapters 5S and 6. Because of its complexity, this terrain of learning to 
teach is largely uncharted; and there are, as yet, few agreed-upon con- 
structs with which to map it. To do so involves conceptualizing the 
teacher’s inner world and his or her interactions — both in actions and in 
thought — with the multiple and embedded teaching contexts of institu- 
tion, students, curriculum, and materials. In terms of the phrase second 
language teacher education, charting the terrain of learning to teach has 
to encompass an examination of the person of the second language 
teacher, and how he or she thinks, and the process of education, and how 
he or she learns. 

In the structure of this volume, Richards outlines one map of this ter- 
rain. He begins, in Chapters 2 and 3, by describing teachers’ thinking 
and cognitive activity as the focus of this work. This point of entry 
moves us beyond training, as his title suggests, to examine how “to 
engage teachers not merely in the mastery of rules of practice but in an 
exploration of the knowledge, beliefs, attitudes, and thinking that 
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inform such practice” (p. xiv). This domain, which Walberg (1977) first 

called teachers’ mental lives, is a complicated one, primarily because it is 
not directly accessible, and so it requires the investigator to make asser- 
tions about how it might be organized (see, e.g., Freeman 1996: 736- 
44). This is what Richards does in Chapters 4 and 5 when he discusses 
teachers’ decision making and pedagogical reasoning as constructs for 
examining teachers’ thought processes. Then, from this inner, private 
world of teachers’ thinking, Richards’ discussions move outward, in 
Chapters 6 and 7, to the public world of teaching. He examines how 
teachers’ decisions and reasoning are enacted through planning and con- 
ducting lessons (Chapter 6) and through using teaching materials and 
texts (Chapter 7). Here the move beyond training is quite clear. From the 
standpoint of delivery, one would be concerned with how best to train 
teachers to plan lessons or use textbooks; from the perspective of learn- 
ing to teach, one wants to study, as Richards does, how lesson planning 
or the use of texts actually operates, and how thinking guides these pub- 
lic enactments of teaching. 

In the last three chapters, Richards turns to the process of educating 
second language teachers. In Chapters 8 and 9, he discusses two popu- 
lar means of accessing and working with teachers’ thought processes: 
observing and talking about teaching (Chapter 8) and writing about 
teaching (Chapter 9). Both procedures serve, in Richards’ view, the 
development of reflective practice because they engage teachers in re- 
viewing and rethinking what they are doing. This technical view of 
reflection is quite useful in again illuminatir , iow this approach differs 
from the emphasis in teacher training on cirrying out teaching activities 
“correctly.” Here the emphasis is on the teacher examining his or her 
own reasoning and responses to see how these achieve — or do not 
achieve — the intended ends. Other writers will point out that this tech- 
nical focus marks one end of the reflective practice continuum that, at 
the other end, extends to critical reexamination of the teacher’s role, the 
structure of curricula and materials, and the function of schools in estab- 
lishing and maintaining social values and order (e.g., Zeichner and Lis- 
ton 1996). Chapter 10 ends the book with a case study of a teacher edu- 
cation program that advances this cognitive view of learning to teach. 

In Beyond Training, Jack Richards continues to establish the ground 
of second language teacher education. He does so by reviewing and com- 
piling recent work in a fashion that creates a feasible map of this terri- 
tory. In laying out a view of the principal elements and directions of how 
teachers think about their work, he helps to refocus the attention of the 
teacher education community in our field from an exclusive concern for 
how teaching gets done to a more comprehensive view of how teachers 
think in doing that work, and how they may learn to do it. The ultimate 
test of this redirection lies with students in the classroom, however. Our 
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aim must not be simply to complicate second language teaching, and 
what goes into it. Rather, it should be to strengthen both the practice and 
the professionalism of second language teaching by better understanding 
the work that second language teachers do and how professional prepa- 
ration can best serve them in that work. 

Donald Freeman 

x1 



Credits 

Chapter 1: From G. M. Jacobs (ed.), Language Classrooms of Tomor- 
row: Issues and Responses, Anthology Series 38, RELC, Singapore, 
1966. Chapter 3: From “Teachers’ Maxims in Language Teaching,” by 
Jack C. Richards, 1996, in TESOL Quarterly, 30, 281-296. Copyright 
1996 by Teachers of English to Speakers of Other Languages, Inc. 
Adapted with permission. Chapter 4: From J. C. Richards, The Sources 
of Teachers’ Instructional Decisions, in J. E. Alatis (ed.), Educational 
Linguistics, Cross Cultural Communication, and Global Interdepen- 
dence, Georgetown University Round Table on Languages and Linguis- 
tics, 1994. Chapter 5: From J. C. Richards, “A Comparison of Pedagogi- 
cal Reasoning Skills in Novice and Experienced ESL Teachers,” RELC 
Journal 26(2), Singapore, 1995. Chapter 7: From J. C. Richards, “Be- 
yond the Textbook,” RELC Journal 24(1), 1993. Chapter 8: From 
“Teacher Development Through Peer Observation,” by Jack C. Richards 
and Charles Lockhart, in TESOL Journal, pp. 7-10. Copyright 1992 by 
Teachers of English to Speakers of Other Languages, Inc. Adapted with 
permission. Chapter 9: From J. C. Richards and B. Ho, Reflective Think- 
ing through Journal Writing, National Centre for English Language 
Teaching and Research, Macquarie University, NSW, Australia, May 
1993. Chapter 10: From J. C. Richards and M. Pennington, “The First 
Year of Teaching,” Language Teaching Research 1(2), 1997, Arnold 
Publishers, Hodder Headline Group, London. 

Xi 



Preface 

This book concerns the beliefs, theories, knowledge, and practices of 
second language teachers and how these can become the focus of teacher 
education. The chapters examine a range of interconnected questions 
confronting anyone involved in the preservice or in-service education of 
language teachers or the design and evaluation of teacher development 
programs: 

¢ How is the field of second language teacher education (SLTE) defined, 
and what does it encompass? 

¢ On what theories, research, and practices is SLTE built? 
e What knowledge base is appropriate for preservice and in-service 

teachers? 
¢ What beliefs and principles do teachers hold, and how do these influ- 

ence their practice? 
¢ What constitutes skill and expertise in second language teaching? 
e What role does experience play in the development of language teach- 

ers? 
e What kinds of activities can facilitate the professional development of 

teachers? 
e What is the relationship between the content of a teacher education 

program and the practices of its graduates? 

These are the kinds of questions I have had to reflect on in my most recent 
experience in teacher education and program development. From 1989 
to 1996 I served as head of a new Department of English at the City Uni- 
versity of Hong Kong and, together with a group of exceptional col- 
leagues, was responsible for developing both preservice (BA TESL) and 
in-service (MA TESL) degrees for teachers and teachers in training. At the 
same time, the university itself was implementing a variety of programs 
and initiatives designed to ensure the quality of its programs, teaching, 
and research as well as the long-term professional development of its aca- 
demic staff. This book results from this experience, which took place in 
a city that provided a fascinating context for exploring the dynamics of 
language teaching and teacher education in a bicultural environment. 

The book reflects changes in how I have come to understand my own 
work as a teacher educator over the years, as well as changes in the phi- 
losophy informing the field of SLTE. The title of the book - Beyond 
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Training — reflects this reorientation away from training as the primary 
focus of teacher preparation toward one that seeks a more holistic 
approach to teacher development, built on the notion of the teacher as 
critical and reflective thinker. By a training perspective, I am referring to 
a technical view of teaching which assumes that teaching can be defined 
in terms of a specified set of effective teaching practices and competen- 
cies, that these can be taught and tested, and that their application is suf- 
ficient to produce good second language teaching. Such competencies, or 
skills, are often identified with procedural and managerial aspects of 
teaching, such as lesson planning, rules and routines for classroom man- 
agement, strategies for setting up grouping and seating arrangements, 
ways of opening and closing lessons, techniques for effective question- 
ing, eliciting, and giving feedback. 

Without discounting the importance of basic teaching skills in teacher 
preparation, the orientation to teaching discussed in this book is an 
attempt to look beyond these dimensions of teaching to the beliefs, 
knowledge, and thinking that underlie their successful use. The argu- 
ment pursued throughout the book therefore is that teacher education 
needs to engage teachers not merely in the mastery of rules of practice 
but in an exploration of the knowledge, beliefs, attitudes, and thinking 
that inform such practice. This is a long-term process for which teacher 
education programs can establish only the starting point. 

The opening chapter presents a framework for the book as a whole 
and identifies six domains of content and knowledge which I see as con- 
stituting the knowledge base of SLTE, namely, general theories of teach- 
ing, teaching skills, communication skills, subject matter knowledge, 
pedagogical reasoning and decision making, and contextual knowledge. 
The role of these dimensions of teacher knowledge and expertise is 
explored from different perspectives throughout the book. 

Part I examines two different types of teaching theories that influence 
the beliefs and practices of teachers. Chapter 2 examines theories of 
teaching derived from research, theory, or practice and how these lead to 
different assumptions about the role of teachers and the nature of teach- 
ing skills. A number of theories of teaching are discussed, including sci- 
ence-research conceptions, theory- and. values-based conceptions, and 
art-craft models of teaching. This chapter emphasizes the importance of 
reflecting on the theories, assumptions, and values underlying our 
teacher education practices, and the need to clearly articulate the teach- 
ing principles that a second language teacher education program seeks to 
impart to its graduates. Chapter 3 examines teachers’ implicit theories of 
teaching and introduces the notion of teaching maxims, or personal 
working principles that teachers develop and that account not only for 
their interpretation of good practice but also provide the source for 
many of the interactive decisions teachers make while they teach. 
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Part II presents several perspectives on the nature of teacher thinking. 
Chapter 4 draws on research into teacher cognition and examines the 
effect of teachers’ belief systems on their understanding of good teaching 
practice, as well as the effects of interactive decision making on class- 
room processes. The importance of focusing on teachers’ cognitive and 
interpretative skills in teacher development activities is emphasized. 
Chapter 5 addresses the nature of teachers’ pedagogical reasoning skills 
and the different kinds of thinking employed by novice and experienced 
teachers in planning lesson content. It also looks at the contributions to 
pedagogical reasoning of subject matter knowledge and experience. 
Chapter 6 examines teachers’ use of lesson plans. The comparison of less 
experienced and experienced teachers’ use of lesson plans demonstrates 
that a central dimension of teaching is “improvisational performance,” 
or the ability to teach interactively and creatively while drawing on les- 
son content, plans, and student feedback to negotiate instruction on a 
moment-to-moment basis. 

Practices in teacher education are the focus of Part III. Chapter 7 
examines the role of textbooks in teaching, and considers the extent to 
which textbooks enhance or hinder creative teaching. The notion of 
deskilling is examined, and activities that attempt to develop teachers’ 
ability to use textbooks critically and creatively are illustrated. Chapter 
8 looks at how classroom observation activities can be used to move 
beyond a focus on teaching behaviors to assist teachers in developing a 
critically reflective approach to their own teaching. Chapter 9 looks at 
the use of teaching journals and the extent to which journal writing facil- 
itates the development of critically reflective thinking. 

The final section of the book describes a study of five novice teachers 
and the experiences they faced in their first year of teaching. Chapter 10 
focuses on the ways in which the teachers were expected to teach upon 
completing their initial training, the extent to which teachers can employ 
the practices and thinking they were exposed to in their preservice pro- 
gram, and the restrictive factors they encounter in their initial teaching 
experiences. 

I hope that the book as a whole will help in articulating a theoretical 
framework for the field of second language teaching education, clarify- 
ing some of the issues that are involved in developing a pedagogy of 
SLTE, and help identify an appropriate research agenda for the field. 
While I do not claim to offer many definitive answers to the foregoing 
questions, I hope that readers find that the explorations of the questions 
my colleagues and J have engaged in will stimulate their own research, 
theorizing, and professional practice. 

My understanding of the field of second language teacher education has 
benefited greatly from ongoing dialogue with a number of colleagues 
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over the years, in particular Kathleen Bailey, Donald Freeman, Karen 
Johnson, Dino Mahoney, David Nunan, and Martha Pennington, whose 
advice and encouragement are gratefully acknowledged. Thanks also to 
Sandra Graham for skillful editing of the manuscript. 

Jack C. Richards 
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1 The scope of second language 
teacher education 

This chapter presents an overview of the field of second ibietiaas teacher 
education (SLTE) by considering its constituent domains of knowledge, 
skill, understanding, and awareness, as well as the different types of 
teaching activities that can be used in SLTE programs. The former are 
described as content and the latter as process issues. The field of SLTE is 
concerned with determining appropriate curricular content and effective 
instructional processes in language teacher education programs. 

Content issues in SLTE 

The content of the field of SLTE is a fundamental issue, though it has 
generated relatively little discussion in the considerable literature on lan- 
guage teaching. There is no general consensus on what the essential 
knowledge base or conceptual foundation of the field consists of. Per- 
haps this is inevitable with a field that draws on a variety of disciplinary 
sources, including linguistics, psycholinguistics, sociolinguistics, and 
education. Freeman (1989: 27) observed: 

Language teacher education has become increasingly fragmented and 
unfocused. Based on a kaleidoscope of elements from many different 
disciplines, efforts to educate individuals as language teachers often lack a 
coherent, commonly accepted foundation. In its place, teacher educators and 
teacher education programs substitute their own individual rationales, based 
on pedagogical assumptions or research, or function in a vacuum, assuming — 
yet never articulating — the bases from which they work. 

st ng the = 
cills com- 

ee these MORAG aad the ont part discusses the instruc- 
tional processes that address each domain. In attempting to conceptual- 
ize language teaching in this way, however, it must be acknowledged that 
I am isolating points of reference in what is essentially a multifaceted yet 
integrated activity. Each of the domains discussed here overlaps and 
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intersects with others, yet each raises distinct issues in teacher education 
and hence merits independent consideration. 

Theories of teaching 

At the core of SLTE is a theory of teaching that provides the theoretical 
basis for the program as well as the justification both for the approach 
to teaching as well as the instructional practices students are expected to 
develop in the program. Teachers also teach within the context of a 
framework of beliefs that shapes their planning and interactive deci- 
sions. Theories of teaching are therefore central to how we understand 
the nature and importance of classroom practices. There are numerous 
conceptions of teaching in education. Teachers have been compared to 
scientists, to managers, to laborers, and to crafts persons (Darling- 
Hammond, Wise, and Pease 1983), and each of these conceptions 
embodies a different understanding of the essential knowledge and skills 
teachers need. As Posner (1985) observes, different theories of teaching 
lead to a different understanding of classroom life. For example, a didac- 
tic view of teaching is based on the belief that teaching is primarily con- 
cerned with transmitting knowledge through providing clear explana- 
tions, demonstrations, or discussions. A discovery view of teaching, by 
contrast, is based on the belief that students can develop knowledge 
themselves through active investigation and discovery, with a minimum 
of teacher structure and explanation and with provision of opportunities 
to learn inductively from direct observation. An interactionist view, on 
the other hand, holds that students arrive with well-formed ideas, so that 
there is a necessary interaction between the students’ own ideas, their 
empirical observations, and the curriculum content. 

Theories and frameworks such as these are generally formulated by 
educational researchers and theorists, and there is no shortage of such 
theories in the educational literature. The International Encyclopedia of 
Teaching and Teacher Education (L.W. Anderson 1995), for example, has 
chapters on nine different theories of teaching, including behaviorist, 
cognitive-developmental, information-processing, and social-psycholog- 
ical theories. While general teaching theories such as these have informed 
approaches to mainstream teaching since the 1960s, theories specific to 
the nature of second language teaching and learning have been developed 
and have often formed the basis for specific methodologies of language 
teaching, such as audiolingualism, the communicative approach, or the 
Natural Approach (see Richards and Rodgers 1986). Theories of teach- 
ing and how they reflect different views of the essential skills of teaching 
are the focus of Chapter 2. 

While SLTE programs often reflect a particular theory of teaching, 
teaching is also a highly personal and individual activity. Teacher devel- 
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opment involves teachers in creating an approach that draws on their 
experience and understanding as well as their personal principles and 
beliefs about good teaching. These are known as teachers’ implicit theo- 
ries of teaching: 

The explanations given by teachers for what they do are typically not derived 
from what they were taught in teacher education programs. ... Rather, the 
classroom actions of teachers are guided by internal frames of reference which 
are deeply rooted in personal experiences, especially in-school ones, and are 
based on interpretations of those experiences. (Marland 1995: 131) 

The role of teachers’ principles and beliefs and how these shape their 
approaches to teaching has become an issue of increasing significance in 
our understanding of teaching (e.g., Breen 1991; Woods 1996); teachers’ 
implicit theories of teaching are the focus of Chapters 3 and 4 in this vol- 
ume. Research on these issues suggests that teachers filter much of the 
content of SLTE programs through their own belief systems, and that 
this process needs to be understood in developing effective approaches 
to SLTE (see Almarza 1996). As teachers develop in their skills, aware- 
ness, and knowledge, they move from a level of what has been termed 
technical rationality (Putorak 1993), where the focus is on mastery of 
basic teaching techniques and skills (i.e., classroom competency), to a 
level that has been called critical reflection, where teaching is guided by 
the teacher’s personal theory and philosophy of teaching, and is con- 
stantly renewed by critical reflection and self-assessment. Reflective 
approaches to teacher education programs often seek to engage teachers 
in articulating and examining the assumptions that underlie their teach- 
ing, and in developing personal principles of best practice that can sup- 
port their approach to teaching (see Chapter 9). 

Reflective approaches to teacher development start from the assump- 
tion that teachers, rather than methods, make a difference; that teachers 
are engaged in a complex process of planning, decision making, hypoth- 
esis testing, experimentation, and reflection; that these processes are 
often personal and situation-specific; and that they should form the 
focus of teacher education and teacher professional development. This 
approach involves teachers developing their own individual theories of 
teaching, exploring the nature of their own decision-making and class- 
room practices, and developing strategies for critical reflection and 
change. 

Teaching skills 

Skill in teaching a language would appear to be the core competency of 
a language teacher. But what does such skill consist of? This question can 

3 



Beyond training 

be approached by examining to what extent a language teacher is differ- 
ent from the teacher of other subjects. If we were to compare a language 
teacher with, say, a teacher of geography, we might conclude, first, that 
both need to be good teachers, but that they differ in their knowledge of 
the subject of their specialization and how to teach it. A language teacher 
might not normally be expected to be able to teach a good geography les- 
son, and vice versa, without special training. But what is there about 
being “a good teacher” that is common to both kinds of teachers? 

The literature on education has traditionally identified a core of 
generic teaching skills that underlie competence in teaching any type of 
subject matter. L. $. Shulman (1987) refers to these as constituting the 
domain of instruction: 

[Instruction] involves the observable performance of the variety of teaching 
acts. It includes many of the most crucial aspects of pedagogy: organizing and 
managing the classroom; presenting clear explanations and vivid descriptions; 
assigning and checking work; and interacting effectively with students through 
questions and probes, answers and reactions, and praise and criticism. It thus 
includes management, explanation, discussion, and all the observable features 
of effective direct and heuristic instruction already well-documented in the 
research literature on effective teaching. (1987: 17) 

Teaching skills, or what Shulman terms i#tstruction, refer to those dimen- 
sions of teaching regarded as essential to the repertoire of any teacher, 
regardless of subject. No matter what the content of a lesson might be, 
teaching typically involves: 

— selecting learning activities 
— preparing students for new learning 
— presenting learning activities 
— asking questions 
— checking students’ understanding 
— providing opportunities for practice of new items 
— monitoring students’ learning ' 
— giving feedback on student learning ' 
— reviewing and reteaching when necessary 

In addition to skills of this kind, which ‘are part of the basic competency 
of all teachers, language teachers presumably need to acquire additional 
teaching skills that are specific to language teaching. Teacher-training 
schemes for language teachers, such as the RSA Diploma — a widely rec- 
ognized ESL/EFL teaching qualification (Cambridge University 1991) 
describe such skills in detail as a basis for the assessment of language 
teachers, and include the following second language teaching skills: 

— preparation of communicative interaction activities (e.g., group work, 
games, role plays, simulations) 
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| organization and facilitation of communicative interaction 
judgment of proper balance between fluency and accuracy 
awareness of learners’ errors 
appropriate treatment of errors 

Gower and Walters (1983) include skills such as: 

— presenting language 
— controlled practice 
— checking 
— eliciting dialogues and narratives 
— using dialogues 
— using texts 
— setting up communication activities 

The description of teaching in terms of skills is only one dimension of 
a theory of teaching, however, since there are a number of problems in 
describing teaching in this way. As we see in Chapter 2, different theo- 
ries of teaching assume a priority for different teaching skills. The au- 
diolingual method, for example, emphasizes a different set of skills from 
the communicative approach. In addition, the idea that good teaching 
can be reduced to a list of discrete behaviors or competencies ignores the 
fact that many of the skills so identified are linked to higher-level cogni- 
tive processing and decision making, as is shown in Chapters 4, 5, and 
6. For example, even a traditional teaching technique such as choral rep- 
etition, if it is to be used at all, involves selecting from different types of 
repetition drills and knowing when a particular type of drill might be 
appropriate. While the ability to perform a choral drill might be a tech- 
nical skill based on mastering certain rules of presentation, knowing 
when to use such a drill is not and involves a higher level of thinking and 
decision making. 

Notwithstanding the limitations of the notion of skills, at the practi- 
cal level the design of any teacher education program has to confront 
how basic teaching competency will be addressed and which skills will 
be the focus of the program at different levels. In an important article, 
Tetenbaum and Mulkeen (1986) hypothesize characteristics of the tech- 
nological society of the twenty-first century and how teacher education 
would be affected. One of their conclusions is that teacher education will 
become increasingly competency based, a prediction that has been borne 
out by trends in TESOL teacher education throughout the 1990s. The 
current move toward performance-based and competency-based certifi- 
cation and assessment in SLTE in many parts of the world suggests that 
examination of the nature of basic skills in language teaching is a matter 
of some urgency. 
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Communication skills 

GENERAL COMMUNICATION SKILLS 

Since the medium for the teaching of any subject matter is normally 
speech, it is not surprising that the ability to communicate effectively is 
often considered one of the essential skills of a good teacher. When peo- 
ple say that someone is “a born teacher,” they are often referring to the. 
fact that people differ in their capacity to express themselves clearly and 
effectively, and that some people are more successful communicators. 
‘than others. Cooper comments: » 

Although many variables affect classroom learning, it is generally agreed that 
the paramount variable is communication. The essence of the teaching- 
learning process is effective communication for without communication, 
teaching and learning would be impossible. Thus, one.of the core components 

_ of teacher education should be speech communication. (1993: 473): 

The importance of communication skills is recognized in the assess- 
ment scheme for the RSA Diploma, which includes a number of general 
communication skills on which to assess candidates, such as: 

— personality, presence, general style 
— voice — audibility, ability to project, modulation 
— voice — speed, clarity, diction 
— ability to establish/maintain rapport 

There is a large literature on speech and communication, generally 
intended for native speakers, that addresses skills of this type, and recog- 
nition of the link between communication skills and teaching skills is 
seen in the fact that a number of SLTE programs are located within 
departments of speech and communication. Few SLTE programs, how- 
ever, include general communication skills in their curriculum. 

One of the practical questions that drises in training language teachers 
is whether there should be specific activities in the curriculum, not nec- 
essarily linked to the content of language teaching per se, that address 
general communication skills. There are various approaches to address- 
ing communication skills in an SLTE program. For example, student 
teachers can be required to do their practice teaching initially in a sub- 
ject area other than language. They might demonstrate a craft to their 
peers, discuss a style in art, or carry out a science demonstration to 
enable communication skills to be discussed and practiced. Afterward 
they go on to do practice teaching with second language classes. In some 
programs, activities such as public speaking and oral presentations are 
included for similar reasons. 
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LANGUAGE PROFICIENCY 

There is an additional dimension to the issue of communication skills in 
SLTE, since many language teachers are nonnative speakers (NNS) of the 
languages they teach. Presumably one needs to attain a certain threshold 
level of proficiency in a language to be able to teach effectively in it, and 
activities addressing language proficiency are often a core component of 
many SLTE programs (see Chapter 10). Two key questions arise from a 
consideration of the significance of language proficiency for second lan- 
guage teachers: namely, what components of language proficiency are 
most crucial for language teachers, and how language proficiency inter- 
acts with other aspects of teaching skill. 

The first question raises the issue of the nature of instructional dis- 
course, and in particular the discourse used by second language teachers. 
Heaton (1981), in one of the first books to address this issue, argues that 
classroom discourse for language teaching contains a specific set of 
speech acts and functions, and fluency in these is essential for NNS lan- 
guage teachers. Among the functions he identifies as essential are: 

— requesting, ordering, and giving rules 
- establishing attention 
— questioning 
— repeating and reporting what has been said 
— giving instructions 
— giving and refusing permission 
— warning and giving advice 
— giving reasons and explaining 

Inability to perform these functions fluently in English can lead to lack 
of clarity in giving directions and instructions, as well as the need to 
resort to the mother tongue if the teacher is teaching a linguistically 
homogeneous class (see Chapter 10). Willis (1981: 2) systematically 
reviews and practices the language needed by teachers “for the effective 
use of classroom English and to extend their language teaching skills and 
techniques,” and provides extensive examples of linguistic expressions 
and routines that NNS teachers can use in teaching the different stages 
of a lesson. Spratt describes her book English for the Teacher (1994: 1) 
as “a language improvement course for [NNS] teachers” and addresses 
both classroom language and the English teacher’s need for taking part 
in in-service training and professional development. 

The relationships between the teacher’s proficiency in the teaching lan- 
guage and general teaching skills is explored by Heaton (1981), who 
proposes the interdependence of the two: 

One of the basic assumptions underlying the approach here is that language 
cannot be divorced from content and practice. It is considered impossible, for 
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instance, to teach English appropriate to the needs of the practicing teacher 
without teaching basic classroom skills at the same time. By improving the 
language skills of the teacher, the course deliberately seeks to improve the 
particular teaching skills which involve the use of those skills. (1981: 14) 

Therefore, for NNS language teachers, language proficiency can be seen 
as a factor that affects many aspects of teaching expertise, including 
teaching skills and subject matter knowledge. 

Subject matter knowledge 

Subject matter knowledge refers to what second language teachers need 
to know about their subject — the specialized concepts, theories, and dis- 
ciplinary knowledge that constitute the theoretical basis for the field of 
second language teaching. Courses in areas such as the following are typ- 
ical in both preservice and in-service SLTE programs, and reflect views 
as to what constitutes appropriate subject matter for second language 
teachers: 

_ — phonetics and phonology 
_ — English syntax 
_ = second language acquisition 
_ > curriculum and syllabus design 

_ — discourse analysis 
_ — sociolinguistics 
_ = analysis of TESOL methods 
_ = testing and evaluation 

An examination of the course requirements in a sample of fifty MA 
TESOL programs listed in the TESOL directory reveals the following 
required courses (Richards 1991): 

Type of required course in Number of programs that 
MA TESOL programs require each course 
TESOL methods and materials 47 ' 
English grammar/syntax 36 
linguistics 36° 
practice teaching a8 
phonology oz 
second language acquisition 29 
syllabus/curriculum design 24 
testing 24 
research in TESOL 16 
language and culture 12 
teaching reading 11 
contrastive error analysis 11 
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sociolinguistics 11 
bilingual education 10 
teaching writing 10 
history of English 7 
psycholinguistics 5 

Subject matter knowledge refers to what teachers need to know about 
what they teach (rather than what they know about teaching itself - see 
Cochran, DeRuiter, and King 1993) and constitutes knowledge that 
would not be shared with teachers of other subject areas, or indeed with 
nonteachers. (The role of subject matter knowledge and how it interacts 
with pedagogical reasoning skill is discussed in Chapter 5.) Ideas as to 
what constitutes the essential subject matter knowledge of the field of 
second language teaching clearly differs according to the theoretical ori- 
entation specialists have toward their subject matter. 

Freeman (1989) argues that SLTE is confused about its subject matter 
base because the profession has failed to appreciate the distinction 
between language teaching and the areas of inquiry on which it is based 
(e.g., linguistics, applied linguistics, second language acquisition). He 
points out that applied linguistics and methodology, often assumed to be 
the core subject matter of language teaching, should not be confused 
with teaching itself, and “should not be the primary subject matter of 
language teacher education” (1989: 29). An alternative and more tradi- 
tional view of the appropriate subject matter knowledge of SLTE is given 
in Diller: 

The professional teacher of English as a Second Language needs pedagogical 
training to be a teacher, and academic training in English language and 
linguistics to be a professional in our field. But of the two, there is a certain 
priority for English language and linguistics, for a decision on the nature of 
language and on the psycholinguistic mechanisms of language acquisition will 
determine to a large extent our decision on the principles and methods of 
teaching. (Diller, cited in Richards and Hino 1983: 318) 

An additional dimension of subject matter knowledge is the special- 
ized discourse or register that language teachers use to talk about their 
discipline. Freeman and Cazden (1991: 7) point out that this profes- 
sional discourse serves two important purposes: “One is a social/refer- 
ential function which allows the teachers to make themselves part of the 
discourse community as they use it. The other is a cognitive function, 
which enables them to identify aspects of their experience and thus to 
organize and to develop their conceptions of teaching.” 

In a study of teachers completing a basic preservice short training 
course, the UCLES/RSA Certificate, Richards, Ho, and Giblin (1996) 
noted that the participants were introduced to a particular discourse for 
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talking about teaching. Key terms in this discourse were accuracy, con- 
cept checking, eliciting, feedback, fluency, intonation, modeling, moni- 
toring, orchestration, practice, presentation, production, sequencing, 
stress, structure, skills, syllable, and target language. Terms such as these 
belong to the metalanguage of the UCLES/RSA Certificate approach to 
teaching and would not be familiar to specialists outside of language 
teaching. 

Pedagogical reasoning skills and decision making 

The concepts of pedagogical reasoning and decision making focus on the 
complex cognitive skills that underlie teaching skills and techniques. 
While competence in a teaching methodology and the mastery of teach- 
ing skills and techniques may be thought of as the starting point in 
teacher development, they need to go hand in hand with an examination 
of the specialized thinking and problem-solving skills that teachers call 
upon when they teach. L. S$. Shulman (1987: 15) sees pedagogical rea- 
soning as constituting the essence of teaching: 

The key to understanding the knowledge base of teaching lies at the 
intersection of content and pedagogy, in the capacity of a teacher to transform 
the content knowledge he or she possesses into forms that are pedagogically 
powerful and yet adaptive to the variations in ability and background 
presented by the students. 

Shulman (1987: 15) describes the transformation phase of this process 
as consisting of: 

Preparation: critical interpretation and analysis of texts, structuring and 
segmenting, development of a curricular repertoire, and clarification 
of purposes 

Representation: use of a representational repertoire that includes analo- 
gies, metaphors, examples, demonstrations, explanations, and so 
forth a 

Selection: choice from among an instructional repertoire that includes 
modes of teaching, organizing, managing, and arranging 

Adapting and tailoring to student characteristics: consideration of con- 
ceptions, preconceptions, misconceptions, and difficulties; language, 
culture, and motivations; and social class, gender, age ability, aptitude, 
interests, self-concepts, and attention 

Understanding the nature of pedagogical knowledge and reasoning and 
how it is developed is critical for the development of SLTE programs. 
(See also Chapter 5 on the pedagogical reasoning skills of ESL teachers.) 
A related dimension of teaching is the nature of the pedagogical 

knowledge and decisions that teachers employ while they teach. Teach- 
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ing is a dynamic process characterized by constant change. Teachers 
therefore have to make decisions that are appropriate to the specific 
dynamics of the lesson they are teaching. These kinds of decisions are 
called interactive decisions. As Parker (1984: 220) observes, “Teaching- 
learning contexts change, and teachers’ behaviors must change accord- 
ingly. The basic problem for teachers is, therefore, to acknowledge that 
there is no one best way to behave, and then to learn to make decisions 
in such ways that their behaviors are continually appropriate to the 
dynamic, moment-to-moment complexity of the classroom.” There are a 
number of components to an interactive decision: 

— monitoring one’s teaching and evaluating what is happening at a par- 
ticular point in the lesson 

— recognizing that a number of different courses of action are possible 
— selecting a particular course of action 
— evaluating the consequences of the choice 

The ability to monitor one’s own instruction and evaluate it in terms 
of its appropriateness within a specific and immediate context is central 
to interactive decision making. It involves observing a lesson as it pro- 
ceeds and asking questions of the following kind: 

- Dothe students understand this? Are my instructions clear and under- 
stood?. 

- Do I need to increase student involvement in this activity? 
— Is this too difficult for the students? 
— Should I try teaching this a different way? 
— Is this taking too much time? 
- Is this activity going as planned? 
— How can I get the students’ attention? 
— Do students need more information? 
— DoI need to improve accuracy on this task? 
- Is this relevant to the aims of the lesson? 
— Do students have the vocabulary they need in order to do this task? 
— Is this teaching students something that they really need to know? 
— Am I teaching too much rather than letting the learners work it out for 

themselves? 

(Richards and Lockhart 1994: 84) 

The comparison of interactive decision making among teachers with dif- 
fering levels of teaching experience (see Chapter 6) enables the nature of 
teaching expertise to be more fully understood and can generate useful 
information for SLTE programs. The ability to make appropriate inter- 
active decisions is clearly an essential teaching skill, since interactive 
decisions enable teachers to assess students’ responses to teaching and to 
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modify their instruction in order to provide optimal support for learn- 
ing. K. E. Johnson (1992b) examined the interactive decision making of 
preservice ESL teachers, and found that they tended to rely on a limited 
range of instructional thoughts and actions in response to student per- 
formance cues. 

Contextual knowledge 

An important component of a language teacher’s knowledge is an under- 
standing of how the practice of language teaching is shaped by the con- 
texts in which it takes place, and the role of societal, community, and 
institutional factors in language teaching. Posner (1985) points out that 
a key factor in understanding any teaching situation is the social and 
physical context — the “rules, facilities, values, expectations, and per- 
sonal backgrounds, which act as resources, constraints, and direct influ- 
ences on teaching and learning” (Posner 1985: 2). Among the contextual 
factors that need to be considered in language teaching are: 

— language policies (e.g., status of the target language in the community) 
— language teaching policies (e.g., required or optional subject, intensity 

of delivery) 
— community factors (e.g., parents’ expectations, community support) 
— sociocultural factors (e.g., status of learners’ native language, cultural 

values) 
— type of school or institution (e.g., state, private, tertiary) 
— administrative practices (e.g., line management, teachers’ duties, work 

load) 
— school culture (e.g., established beliefs and practices) 
— school program (e.g., reception class, pullout class, transitional class) 
— level of class (e.g., elementary, intermediate, advanced) 
— age of learners (e.g., children, teenagers, adults) 
— learning factors (e.g., learners’ motivations, learning styles) 
— teaching resources (e.g., syllabus, textbooks, other resources) 
— testing factors (e.g., role of school and national tests) 

Ashworth (1985: 1) is one of the first books to address these issues and 
considers “the relationship between language teaching and the commu- 
nity, and the ways in which teachers are both affected by broader social, 
political and economic policies and can also have an effect on those poli- 
cies.” Holliday (1994), in a book entitled Appropriate Methodology and 
Social Context, reflects a similar concern to examine the wider social 
contexts of second language teaching and employs an ethnographic 
framework to examine the relations between the cultures of language 
classrooms, student groups, and teachers. Both books emphasize that 
teaching methodologies that are not responsive to contextual issues are 
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likely to be irrelevant and ineffective, and that SLTE programs need to 
equip student teachers with the ability to identify and understand rele- 
vant contextual factors in their own teaching situations. 

For example, a teacher may believe in a particular philosophy of 
teaching but find, upon taking up a teaching position in a school, that 
this philosophy does not match with students’ or parents’ expectations. 
Potential areas of mismatch are many, such as differences in expectations 
about the role of grammar, the importance of examinations, the function 
of textbooks, the value of homework, and so on. The teacher may dis- 
cover that despite believing in the importance of making classrooms 
communicative and learner centered, students’ overriding concern is the 
extent to which teaching prepares them for an examination. Developing 
strategies for understanding the importance of contextual factors in lan- 
guage teaching is hence crucial in the design of SLTE programs. Such 
strategies need to be built into many components of the program, pro- 
viding a framework for the delivery and interpretation of subject matter 
knowledge. 

Posner (1985) prepares student teachers for practice teaching and 
other field experiences by engaging them in situation analysis. This con- 
sists of observations and conversations that focus on (1) the community 
or neighborhood in which the field experiences will take place; (2) the 
particular school agency or institution, including the physical, social, 
and personal setting; (3) the room or space in which the student teacher 
works; and (4) the cooperating teacher. 

Interrelationships between the six dimensions 
of teaching 

The foregoing analysis describes six dimensions of expertise, knowledge, 
and skill in language teaching in order to help map out the content 
domain of second language teaching. A key issue that arises from this 
discussion is the interrelationship of these different dimensions of teach- 
ing. Are they all equally important? Do they develop simultaneously, or 
are some the foundation for the development of others? For example, 
communication skills and proficiency in the teaching language would 
seem to be prerequisites to the development of basic teaching skills. Inad- 
equate target language proficiency may lead to inadequate access to basic 
teaching skills, such as the ability to use questions effectively, or an 
inability to provide comprehensible explanations in the teaching lan- 
guage. Mastery of basic teaching skills would seem to be a prerequisite 
to acquiring a reflective and personal philosophy of teaching. Acquisi- 
tion of subject matter knowledge as well as contextual knowledge pro- 
vides a foundation for the development of pedagogical reasoning skills 
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and decision making, and the type of subject matter content and practi- 
cal skills training student teachers receive will shape their pedagogical 
reasoning skills and decision making in different ways. A teacher with a 
firm training in phonetics and phonology, for example, might be 
expected to incorporate a focus on pronunciation into oral tasks, and to 
respond to various students’ pronunciation errors differently from a 
teacher without such training. 

Teachers’ personal theories of teaching may provide either a positive 
or negative filter to acceptance of subject matter knowledge or general 
teaching skills. Almarza’s study (1996) shows how teachers in a teacher 
education program respond differently to the theoretical model of teach- 
ing that underlies the program, some rejecting it because it is not in align- 
ment with their personal theory of teaching. Personal theories of teach- 
ing may therefore be the key to the development of a teacher’s overall 
understanding and approach to teaching. 

Research on teacher cognition (e.g., Almarza 1996; Woods 1995) sug- 
gests that teachers’ personal theories of teaching are central to teacher 
development and to our understanding of teachers’ practices, and may 
act as a filter to the development of many other aspects of teaching. 
Teachers’ beliefs and principles 

act as an interpretative framework, through which teachers make sense of 
general teaching skills, make pedagogical decisions, and understand and 
translate subject matter knowledge (pedagogical content knowledge) into 
practice.... It may be that teachers’ personal theories of teaching shape how 
they make sense of, and take up as their own, the general teaching skills, 
pedagogical reasoning and decision making, and the subject matter content. 
(Karen Johnson, personal communication). 

Instructional processes in SLTE 

The first stage in developing an SLTE program involves conceptualizing 
the model of teaching that will provide the theoretical foundation for the 
program, as illustrated previously. The next step involves selecting teach- 
ing and learning approaches that are compatible with the theory of 
teaching. The rest of this chapter concerns instructional options that seek 
to address the six core dimensions of SLTE. 

Developing curricular goals 

The discussion in the first part of this paper attempted to broaden our 
understanding of the traditional content base of SLTE to encompass 
domains of knowledge, skill, and awareness relevant to the preparation 
of second language teachers. Developing goals for teacher development 
is the first step in designing programs for second language teachers. The 
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following are examples of goals that address the six content domains dis- 
cussed in the first part of this chapter: 

Theories of teaching . 

— to develop a critical understanding of major theories of second lan- 
guage teaching and their implications for language teaching practice 

— to develop a personal theory of teaching and a reflective approach to 
one’s own teaching 

— to recognize the assumptions, beliefs, and values underlying one’s own 
teaching practices 

— to acquire skills needed for classroom-based inquiry 
— to know how to initiate change in one’s own classroom and monitor 

the effects of change 

Teaching skills 
— to master basic teaching skills (e.g., questioning skills, classroom man- 

agement, lesson planning) 
— to develop competence in using one or more language teaching meth- 

ods (e.g., communicative language teaching) 
— to be able to adapt teaching skills and approaches to new situations 

Communication skills and language proficiency 
— to develop effective communication skills as a basis for teaching 
— to acquire an advanced level of proficiency in the language to be 

taught 
- to be able to use the target language effectively as a medium of 

instruction 

Subject matter knowledge 
— to understand the nature of language and language use, particularly 

pedagogically based descriptions of the systems of phonology, syntax, 
and discourse 

— to understand the nature of second language learning 
— to be familiar with principal approaches to language teaching, curric- 

ulum development, testing and evaluation, and materials development 

Pedagogical reasoning skills and decision making 
— to be able to analyze pedagogical problems and develop alternative 

strategies for teaching 
— to be able to relate theories of language, teaching, and learning to lan- 

guage teaching in actual situations 
— to recognize the kinds of decision making employed in teaching and to 

utilize decision making effectively in one’s own teaching 

Contextual knowledge 
— to understand the role of context in language teaching 
— to be able to adapt one’s teaching style according to contextual factors 
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How can goals such as these be addressed in SLTE programs? First, it 
needs to be recognized that these goals are of very different types, some 
short term and some long term. Some can be addressed with quite spe- 
cific instructional strategies, while others require the use of a variety of 
approaches over time. Changing teachers’ attitudes is very different from 
changing teachers’ instructional techniques, and learning about a partic- 
ular theory of pedagogical grammar and how to apply it in teaching is 
very different from learning how to design and implement a language 
curriculum. Table 1.1 shows some of the principal teaching and learning 
options available in SLTE programs. These learning-teaching options 
will now be briefly discussed and illustrated with examples from SLTE 
programs. 

Learning and teaching options in SLTE programs 

INFORMATION-ORIENTED APPROACHES 

As with other areas of tertiary education, lectures and large group teach- 
ing constitute a major delivery mode for instruction in SLTE courses 
around the world, particularly where the primary focus is on subject 
matter knowledge. Tedick and Walker (1994: 304) observe: “The focus 
is on transmission of knowledge about methods and foundation courses 
followed by a student teacher experience during which students are 
expected to put into practice what they have learned in the preceding 
semesters.” While within language teaching and second language acqui- 
sition there has been a considerable amount of research into and theo- 
rizing about the values of alternative modes of instruction (such as group 
work and pair work), there has been little attempt to apply these same 
teaching strategies to the teaching of content in SLTE courses or to 
research ways of presenting content. An exception is a study by F. Bailey 
(1996), which describes an ESL methods course for ESL/bilingual teach- 
ers built around collaborative peer learning involving both small group 
learning and peer teaching. ea! 

The course was organized around a “task-based” approach to the course 
content in which over half the course topics are presented by students. 
Students were divided into six small groups (four to six students each) and 
given the task of researching a particular topic in second language teaching 
(e.g. Freire’s Problem Posing approach, Reading and Writing, Content based 
instruction, etc.) and planning and executing a ninety minute presentation in 
which they teach their classmates about their group’s topic. The small groups 
met for the first hour of each class in order to collaboratively discuss ideas and 
topic readings and plan for their presentations. Each small group was assigned 
a “facilitator” who supported the group in their efforts to work 
collaboratively. 
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TABLE I.I LEARNING-TEACHING OPTIONS IN SLTE PROGRAMS 

Information-oriented approaches 
Lectures and large group teaching 
Discussions and small group learning 
Peer teaching 
Learner-directed approaches 

Communication activities 
Student oral presentations 
Public speaking 
Skills training 

Proficiency-focused activities 
Analysis of classroom language and discourse 
Practice of classroom functional language 

Observing teaching in different settings 
Observation of experienced teachers 
Peer observation 
Use of video protocols of lessons 

Experiencing teaching in different settings 
Practice teaching 
Internships 
Microteaching 

Reflecting on teaching and learning 
Journals and other written activities 
Language learning experience 
re or video recordings 

Investigating teaching and learning 
Analyzing classroom processes 
Establishing databases 

Focusing on critical events in teaching 
Analysis of case studies 
Role plays and simulations 

Carrying out project work 
Action research 
Curriculum and materials development 
Preparation of case studies 

The instructor’s design of this course focuses on two interrelated goals: 
1) Create a rich learning environment in which a diverse set of students can 
communally explore central pedagogical issues in second language teaching 
within a Whole language perspective (e.g. learner-centered education, content- 
based instruction, cooperative learning); 2) Create opportunities for students 

to experience authentic issues in teaching and learning by making students 

responsible for teaching (and learning) course content within the particular 
context of the Methods course. (F. Bailey: 1996: 261-2) 
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T. Woodward (1992) likewise discusses a number of ways of structur- 
ing lectures to provide alternative teaching/learning modes for both lec- 
turer and students. These include (a) buzz-group lecture (students listen 
in groups and at assigned times, then present orally the main points from 
the lecture); (b) lecture key words (the lecturer prepares a list of key words 
or phrases central to the lecture, which students receive beforehand, and 
students predict what the words mean and then note down for later dis- 
cussion how the words were used during the lecture; (c) Socratic ques- 
tioning (groups receive a list of carefully sequenced questions that explore 
assumptions and issues that will be covered in a lecture); (d) Curran-style 
lecture (two students sit behind the lecturer and, at times during the lec- 
ture, present and compare main points raised in the lecture); and (e) 
instant questionnaire feedback (after a lecture, students compare a list of 
sentences such as “I could now list ... ,” “Inow know ... ,” “I’m still 
not sure about . . . ,” based on the content of the lecture, to be discussed 
in class or collected by the lecturer). 

COMMUNICATION ACTIVITIES 

Cooper (1993) describes a curriculum for a course intended to develop 
effective communication skills for teachers in training, focusing both on 
an understanding of communication principles and practice in applying 
them. Teaching methods include lectures, small group activities, discus- 
sion, structured experiences, and course readings. Course units consist of: 

— classroom communication 
— interpersonal communication in the classroom 
— listening 
— nonverbal communication in the classroom 
— sharing information 
— leading classroom discussions 
— small group communication in the classroom 
— communicative reading in the classroom 
- storytelling in the classroom a 
— teacher influence in the classroom 
— communication barriers in the classroom 
— systematic observation in the classroom 

The course is designed for teachers of any subject. 

PROFICIENCY-FOCUSED ACTIVITIES 

The development of proficiency courses for prospective language teach- 
ers raises issues that are distinct from those involved in developing gen- 
eral language courses. This is a special case of LSP (language for specific 
purposes), though one that does not feature prominently in the literature. 
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R. K. Johnson (1990) describes the design of a unit on classroom lan- 
guage within a basic professional training program for Hong Kong Chi- 
nese secondary school teachers in all subject areas, which aims to make 
students aware of the role language plays in the classroom. The course 
employs both classroom sessions and language laboratory work, and 
involves tasks that engage teachers in exploring the nature and effective- 
ness of their classroom language. Each task has three stages — develop- 
ment, practice, and application: 

1. Development. Particular teaching acts are identified and communica- 
tion tasks are prepared which depend crucially for their success upon 
the effective performance of those teaching acts. 

2. Practice. Teachers complete the communication tasks and evaluate 
their performances. 

3. Application. Teachers identify general principles governing the effec- 
tive completion of such tasks and discuss ways of applying those prin- 
ciples to their own teaching subjects. 

(Johnson 1990: 272) 

OBSERVING TEACHING IN DIFFERENT SETTINGS 

Observation of teaching is a standard component of most teacher edu- 
cation programs. In both pre- and in-service courses it can serve to help 
develop concepts that can be used to describe and analyze the nature of 
classroom events. In preservice programs, observation (both of live 
teachers and of videotaped lessons) can be used to help teachers develop 
a terminology to describe and discuss teaching, and to provide data with 
which to examine central concepts in their own teaching. With in-service 
programs, teachers can first be taught techniques of ethnographic obser- 
vation in order to dissociate observation from the notion of evaluation, 
to develop the ability to focus on the objective description of classroom 
events, and to develop a language to describe classroom processes. In 
preservice programs, observation can have a related focus. Since with 
preservice education participants have no teaching experience, observa- 
tions of different kinds of second language classes can be used to orient 
student teachers to the nature of the second language classroom (its 
organization, practices, and norms) and to enable student teachers to 
develop an awareness of the kinds and levels of interaction that happen 
in language classrooms. Peer observation can provide opportunities for 
teachers to view each other’s teaching in order to expose them to differ- 
ent teaching styles and to provide opportunities for critical reflection on 
their own teaching (see Chapter 8). 
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EXPERIENCING TEACHING IN DIFFERENT SETTINGS 

Practice teaching. Practice teaching is a required component of most 
undergraduate or graduate SLTE courses and normally consists of a 
supervised period of teaching in a real language class, generally in a 
school or language program with which arrangements have been made 
for practice teaching placements. The regular classroom teacher becomes 
the collaborating teacher, whose responsibility (in conjunction with the 
campus-based supervisor) is to administer teaching assignments and give 
the service teacher performance feedback. 

Internship. An internship differs from teaching practice only in the 
nature of the student teacher’s responsibilities. Generally, the internship 
experience precedes practice teaching, and during the internship the stu- 
dent teacher assists the teacher but does not take full responsibility for 
teaching a class. In practice teaching, the novice teacher may carry a full 
teaching load for up to a semester. 

Since the practice teaching experience is the crucial element in the 
design of many SLTE programs, it is surprising that the elements crucial 
to its success are often given little serious attention, such as orientation 
and preparation of cooperating teachers, and integration of the practice 
teaching experience with the campus program. 

Microteaching. Microteaching is traditionally associated with a 
training-based view of teaching. This view is built on the assumption 
that teaching can be broken down into individual skills that can be iso- 
lated and practiced individually, such as drilling, correcting errors, and 
presenting new vocabulary or grammar. While this skills-based view of 
teaching has been criticized as offering a limited view of teaching, 
microteaching activities can be used to provide different kinds of teach- 
ing experiences, which can then be used as a basis for reflection and 
analysis. “The emphasis is placed not on mastering a specific isolated 
skill, for example, but on identifying and reacting to the total teaching 
act. The task given to the students is accordingly more holistic and the 
expectations from the feedback sessions are both broader and less pre- 
cise” (Komblueth and Schoenberg 1990: 17). 

Cruickshank et al. (1981) have developed an approach that has some 
of the features of microteaching but has a more reflective orientation: 

— Student teachers are divided into small groups of four to six. 
- Each teacher is given an identical lesson to teach and has a few days 

to prepare for teaching to the small group. 
— Content is not drawn from their academic subject (e.g., future English 

teachers might present a geography lesson). This is intended to 
encourage focus on the process of teaching rather than the content. 
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— Lessons are taught within a 15-minute time frame. 
- Areflection process follows, within each group and then with the class 

as a whole. 

REFLECTING ON TEACHING AND LEARNING 

Reflection and inquiry are key components of teacher development. The 
skills of self-inquiry and critical thinking are seen as central for contin- 
ued professional growth, and can help teachers move beyond a level 
where they are guided largely by impulse, intuition, or routine (Boud, 
Keogh, and Walker 1985). Reflection, or critical reflection, refers to an 
activity or process in which an experience is recalled, considered, and 
evaluated, usually in relation to a broader purpose. It is a response to 
past experience and involves conscious recall and examination of the 
experience as a basis for evaluation and decision making, and as a source 
for planning and action (Bartlett 1990). 

Reflection is seen as a process that can facilitate both learning and 
understanding, and plays a central role in several recent models of teacher 
development. Zeichner and Liston (1987: 4) suggest that a teacher edu- 
cation program that seeks to develop a reflective view of teaching seeks 
to develop student teachers who 

are willing and able to reflect on the origins and consequences of their actions, 
as well as the material and ideological constraints and encouragements 
embedded in the classroom, school, and societal contexts in which they live. 
These goals are directed towards enabling teachers to develop pedagogical 
habits and skills necessary for self-directed growth and towards preparing 
them, individually and collectively, to participate as full partners in their 
making of educational policies. 

Many different approaches are available to engage teachers and stu- 
dent teachers in critical reflection. Central to any approach, however, is 
a three-part process that involves: 

1. The event itself. The starting point is an actual teaching or learning 
episode, such as a lesson in a foreign language (for preservice stu- 
dents, where a goal might be the study of language learning strategies) 
or a lesson taught by a student teacher or a practicing teacher. While 
the focus of critical reflection is usually the student’s own learning or 
teaching, reflection can also be stimulated by observation of another 
person’s teaching, hence both peer observation and team teaching can 
also be employed. 

2. Recollection of the event. The next stage is to produce an account of 
what happened, without adding explanation or evaluation. This 
might be through the written description of an event, through the use 
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of a video or audio recording, or through the use of checklists or other 
procedures. 

3. Review and response to the event. The student or teacher reviews and 
questions the event. The goal is to process it at a deeper level. 

Procedures commonly used to promote critical reflection include the fol- 
lowing. 

Autobiographies. Groups of up to ten students meet regularly with the 
teacher. Throughout the course each person creates a written account of 
experiences and expectations in teaching. These are read aloud and dis- 
cussed during the weekly sessions. 

Reaction sheets. Reaction sheets are short responses written after par- 
ticular learning activities have been completed. The students are encour- 
aged to “stand back from what they had been doing and think about 
what it meant for their own learning and what it entailed for their work 
as teachers of others” (Powell 1985: 46). In a teaching practicum, for 
example, students work in pairs with a cooperating teacher and take 
turns teaching lessons. One serves as observer while the other teaches, 
and both complete a reaction sheet after each lesson. They then compare 
their responses in a follow-up session. 

Journals. Journals or diaries are another experience that can help 
develop a reflective orientation toward teaching. With the journal expe- 
rience, the student or teacher regularly enters information about lessons 
he or she taught (or learning activities of other kinds) and regularly 
reviews these, with the help of classmates (if journals are shared with 
peers) or the teacher. Journal-writing experiences provide a record of sig- 
nificant learning experiences, help the participants understand their own 
self-development process, and foster a creative interaction between the 
student and other classmates or the instructor (see Chapter 8). 

ay 

Language learning experience. In many programs, language teachers in 
particular are required to take a formal course in a foreign language, in 
order to provide a basis for them to reflect on and analyze their language 
learning strategies and to experience firsthand some of the problems 
faced by their own students. For example, Birch (1992) describes a for- 
eign language learning experience that is part of a postgraduate diploma 
for language teachers: 

The Language Learning Case Study required teachers to begin the study of a 
language, to keep a diary in which they recorded their reflections on their 
language learning, and to use this diary to produce a case study which brought 
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together themes which the learner considered particularly significant. They 
were free to focus on any aspect of the experience which they considered to be 
particularly important to their development as a second language teacher. This 
could include insights into the nature of language, the nature of language 
learning, or aspects of language teaching which had emerged from the learning 
experience. It therefore became largely a vehicle through which teachers were 
able to test the validity of theoretical issues which had been raised elsewhere in 
the programme. In addition, however, teachers reported that the experience of 
reflecting on their own language learning enabled them to understand better 
the language learning experience of their second language students and that 
consequently they had modified their teaching. (Birch 1992: 285) 

Audio or video recordings. For many aspects of teaching, audio or video 
recording of lessons can also provide a basis for reflection. With a micro- 
phone placed in a central location like the teacher’s table, for example, 
much of the teacher’s language can be recorded as well as the exchanges 
of many of the students in the class. Pak (1986) recommends recording 
for a one- or two-week period and then randomly selecting a cassette for 
closer analysis. This recording could be used as the basis for an initial 
assessment. If video facilities are available, the teacher can request to have 
a lesson recorded, or students themselves can be assigned this responsi- 
bility. A 30-minute recording usually provides more than sufficient data 
for analysis. The goal is to capture as much of the interaction of the class 
as possible, both teacher-to-class and student-to-student. Once the initial 
novelty wears off, both students and teacher accept the presence of the 
technician with the camera, and the class proceeds with minimum dis- 
ruption. 

The recording is then used as a basis for critical self-analysis, by hav- 
ing the teacher review it and respond to such questions as: 

What kind of teaching does the recording illustrate? 
-— How are your values as a teacher reflected in the data? 

What aspect of your teaching (as seen in the recording) do you most 
value? 
Is there anything you would want to change? 
How should this change come about? 

INVESTIGATING TEACHING AND LEARNING 

A primary goal of in-service programs is to provide teachers with ways 
of looking at their own classrooms from a different perspective. Activi- 
ties that promote self-inquiry and critical thinking are central for con- 
tinued professional growth, and are designed to help teachers move from 
a level where their classroom actions are guided by routine to a level 
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where their practices are guided by reflection and critical thinking. In a 
course I designed on reflective teaching for in-service teachers at the mas- 
ter’s level, the focus was on exploring different dimensions of teaching. 
Each week one aspect of classroom life was examined. Topics covered 
included structuring, learner roles and strategies, teacher roles, teacher 
decision making, tasks, grouping, teacher-student interaction, and class- 
room language. Initially in seminar sessions, video protocols of actual 
lessons were used to identify different dimensions of classroom behavior. 
Each week the teachers audiotaped one of their own lessons and then 
wrote a reflective response to it, focusing on the topic under discussion 
that week. An assignment during a week in which the topic of teacher 
decision making was being discussed consisted of the following activity: 

1. Planning decisions. As you plan a lesson for the coming week, make 
notes of the planning decisions you made: 
(a) What alternatives did you consider? 
(b) How did your belief system influence your decisions? 
(c) What final decisions did you make? Why? 

2. Interactive decisions. Audiotape the lesson you planned. Later that 
day, review the lesson by listening to the recording and comparing the 
actual lesson to your plan. Write a commentary on your lesson focus- 
ing on the interactive decisions that you made during the lesson: 
(a) What happened during the lesson that you did not plan for? 
(b) What kinds of interactive decisions did you make? Why? 
(c) On reflection, do you think an alternative decision would have 

been better? Why? 

Investigation of different aspects of language teaching, language learn- 
ing, and language use is common among teacher education courses. In a 
course on pedagogical grammar, for example, as part of a unit on aspect 
and tense in English, students might build up a database of native- 
speaker usage (based on occurrences ith newspapers or other sources) as 
well as of learner usage (based on a written corpus either collected by 
teachers themselves or provided by the course instructor). This is then 
used to test particular theories of tense and aspect or of second language 
acquisition. Or in a course on second language acquisition, teachers 
might administer a language-attitude questionnaire to their students, to 
compare published findings on language attitudes with data from their 
own students. In preservice programs, small-scale investigative projects 
help students develop an awareness of the significance of issues they 
study in their theory courses, as well as give them a familiarity with col- 
lecting and analyzing different kinds of language data. This is also true 
at the in-service level, but here such activities help teachers develop a 
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research orientation to their own classrooms and to appreciate their 
potential roles as classroom researchers. 

FOCUSING ON CRITICAL EVENTS IN TEACHING 

Analysis of case studies. Case materials, including both written and 
videotaped cases, also provide another rich vehicle for helping student 
teachers develop the capacity to analyze situations, to explore how 
teachers in different settings arrive at lesson goals and teaching strate- 
gies, and to understand how expert teachers draw on pedagogical 
schemas and routines in the process of teaching. Case-based approaches 
are widely used in other professions, such as business, law, and medicine, 
but have only recently begun to be used more generally in teacher edu- 
cation (J. H. Shulman 1992). Case reports can reveal ways of thinking 
about a significant teaching incident and, when accompanied by “decon- 
struction” through questioning and critical interpretation, can help 
reveal how teachers’ beliefs, knowledge, personality, and pedagogical 
reasoning shape a particular event. 
A number of advantages have been suggested for using case studies in 

this way in teacher education (Kleinfeld 1992): 

— Students are provided with vicarious teaching problems that present 
real issues in context. 

— Students can learn how to identify issues and frame problems. 

— Cases can be used to model the processes of analysis and inquiry in 

teaching. 
— Students can acquire an enlarged repertoire and understanding of edu- 

cational strategies. 
— Cases help stimulate the habit of reflective inquiry. 

A collection of case reports for use in this way is a priority in SLTE, since 

case methods offer a potentially useful complement to other procedures 

used in the program, such as journal writing and other forms of reflec- 

tive inquiry. An example of a case study designed to be used in this way 

is given in Chapter 4. 

Role plays and simulations. An important dimension of teaching is 

interactive decision making — that is, the ability to analyze a classroom 

problem, determine what range of options is available, and decide on the 

best course of action. Decision making for some educationists is the most 

crucial dimension of the teacher’s work. In teacher education, decision 

making can be approached in a number of different ways, including 

problem solving and role play. 
Pennington (1990) gives examples of problem-solving activities 

involving a sequence of activities that begin with individual or small 
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group discussion of a problem and then move to whole-class discussion. 
For example: 

STUDENT CASE 
You are a teacher in a large second language program whose administration 

includes a director of courses or department chair, several student advisors, 
and a clerical assistant. In speaking informally with you, a student from your 
class suddenly states that she is very much dissatisfied with her situation in the 
United States, so much so that she wishes to return immediately to her home 
country. 

Questions: 
1. What is the immediate problem? 
2. What might the direct and indirect causes of the immediate problem be? 
3. What other potential or actual problems do you see? 
4. What else do you need to know (e.g., about the student or about the situa- 

tion relating to the problem)? 
. How do you obtain the information that you need? 
. What should you say or do (a) when meeting with the student and (b) after 
meeting with the student? 

7. What other people (if any) need to become involved? 
8. What are some of the things to watch out for or to be particularly sensitive to? 

(1990: 145) 

Nn 

Pennington points out that such an activity can easily lead to a discus- 
sion of such things as the difficulty of determining the source of student 
problems, the appropriate role of the teacher, and the extent to which 
teachers should become involved in students’ personal problems. 

Role play is another useful activity that can help <ievelop an awareness 
of the kinds of beliefs and values implicit in teaching and how these can 
lead to different kinds of decisions and classroom actions. Pennington 
(1990) illustrates how role-play activities can be used in conjunction 
with video viewing to explore different perspectives of the same class- 
room event. In the example she gives, student or in-service teachers first 
view a short video segment of a class several times, completing viewing 
tasks from three different perspectives. On first viewing, an objective 
viewpoint is taken, and details about the lesson are recorded. On second 
viewing, the viewpoint of someone who has a positive view of the 
teacher/lesson is taken, and positive behaviors are noted. On the third 
viewing, a negative viewpoint is taken, and negative aspects of the lesson 
are noted. The following role-play activity is then enacted: 

As a follow-up to the video that you just observed, two or more role plays will 
take place. You will take the role of either the person just observed or the 
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teacher’s new supervisor. Both positive and negative roles are provided so that 
you may try out different combinations of these. Assume that you are having a 
conference soon after the observation has taken place, as part of the normal 
teaching evaluation process. The aim of the meeting is to review performance 
in the class observed and to reach agreement on two potential areas for 
professional growth/improvement and to develop concrete action steps that 
both parties can agree on to accomplish the goals. 

Teacher: Positive role 
You have basic confidence in yourself and your teaching, yet you realize that 
there is always room for growth and improvement. In the conference, your 
primary objective is to establish a good working relationship with your new 
supervisor. Secondarily, you would like to get some constructive advice about 
your classes from the supervisor, whom you know to have considerable 
experience and expertise in language teaching. 

Teacher: Negative role 
You lack basic confidence in yourself and your teaching, and you are not 
comfortable accepting feedback on your teaching unless it is 100% positive. 
Because of negative experiences with a previous supervisor, you feel threatened 
by this conference. Your primary objective is to convince your new supervisor 
that you are doing a good job and that no one needs to worry about you. 
Secondarily, you want to establish the fact that you have job security and do 
not have to listen to any advice. 

Supervisor: Positive role 
You are a confident and supportive person, with positive attitudes about 

teachers and teaching. You strongly believe that a “carrot” rather than a 

“stick” is more effective in changing behavior. Your primary objective is to 

establish a good working relationship with the teacher. Secondarily, you would 

like to discuss areas of common ground based on your observation of the 

teacher’s class. 

Supervisor: Negative role 
You lack confidence in your abilities as both teacher and supervisor. As a 

consequence, you tend to take a defensive, condescending stance toward those 

you supervise. Your primary objective is to establish that you are an 

experienced expert, and know how the teacher can improve teaching 

performance. Secondarily, you want to establish that you have control over the 

teacher’s job. 

(Pennington 1990: 149) 

CARRYING OUT PROJECT WORK 

The use of classroom-based or school-based project work is another 

strategy available in in-service programs, and it often provides a valuable 
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link between campus-based program input and the contexts in which 
teachers work or in which student teachers do practice teaching or 
internships. Action research takes its name from two processes that are 
central to it: a data-gathering component (the research element) and a 
focus on bringing about change (the action component). Action research 
typically involves a four-part sequence of activities: 

1. Identify a problem. Through observation of their own classrooms, 
teachers identify some aspect of their teaching that they would like to 
change. For example a teacher may decide that the class is too teacher 
dominated, that students do not have many opportunities to speak, 
and that the teacher would consequently like to increase the amount 
of student participation in lessons. 

2. Develop a strategy for change. The next step, developed in consulta- 
tion with peers or with the instructor, is to work out an action plan 
that will address the problem. For example, the teacher may decide to 
change the classroom seating arrangement, or keep a record of how 
often students initiate talk during lessons. The teacher might use a 
simple coding instrument for this purpose. 

3. Implement the strategy. The teacher decides to put his or her plan into 
operation for a fixed period of time, say, two weeks. During this time 
the teacher monitors students’ classroom participation by audiotap- 
ing lessons and by inviting a colleague into the class to complete an 
observation form that records how often students participated in the 
lesson and for what purpose. 

4. Evaluate the results. The teacher decides if the action plan has 
brought about the intended changes in style of teaching, and reflects 
on the goals, procedures, and outcomes of the project. 

In carrying out small-scale research of this kind, teachers also learn 
skills involved in conducting classroom-based research, such as how to 
frame a problem, how to select a research question, what kind of data to 
collect, and how to analyze data. Project work can be linked to many of 
the issues teachers study in their subject matter courses, and it often 
enables teachers to develop a pedagogically grounded understanding of 
the subject. For example, when students take a course on syllabus design 
and curriculum development, a central focus of the course might be the 
development of a syllabus and curriculum for a real class. This enables 
teachers to test applications of theory in a real context and better under- 
stand the reasons underlying alternative models and theories. A course 
on materials adaptation and evaluation likewise can more fully engage 
teachers in some of the complex decisions involved in materials devel- 
opment, if at the same time teachers are working on a materials devel- 
opment project and are trying to solve some of the problems that arise 
in such projects (see Chapter 5). 
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Case studies of individual language teaching contexts also provide a 
valuable opportunity for teachers in training to gain an in-depth under- 
standing of teaching. For example, pairs or groups of teachers might 
conduct case studies of: 

how a school handles non-English-speaking students in their first few 
months of schooling 
how an ESL learner copes with school assignments during a semester 
the kinds of out-of-school uses of English an adult ESL learner 
encounters during a week or month 
how a teacher uses a textbook during a two-week teaching period 

Conclusion 

Six domains of content have been identified as forming the core knowl- 
edge base of second language teacher education: theories of teaching, 
teaching skills, communication skills, subject matter knowledge, peda- 
gogical reasoning and decision making, and contextual knowledge. The 
focus on these dimensions of teaching as the foundation of SLTE is an 
attempt to give priority to teaching itself and to acknowledge the com- 
plexity of what we understand about the nature of effective second lan- 
guage teaching. 

The taxonomy of SLTE instructional approaches likewise reflects an 
attempt to examine teaching from multiple dimensions, and illustrates 
some of the trends of SLTE practice discussed in Richards and Nunan: 

— a movement away from a “training” perspective to an “education” 
perspective, and recognition that effective teaching involves higher- 
level cognitive processes, which cannot be taught directly 

— the need for teachers and student teachers to adopt a research orien- 
tation to their own classrooms and their own teaching 

— less emphasis on prescriptions and top-down directives and more 
emphasis on an inquiry-based and discovery-oriented approach to 
learning (bottom-up) 

— a focus on devising experiences that require the student teacher to 
generate theories and hypotheses and to reflect critically on teach- 

ing 
— less dependence on linguistics and language theory as a source disci- 

pline for second language teacher education and more of an attempt 
to integrate sound, educationally based approaches 

- use of procedures that involve teachers in gathering and analyzing 

data about teaching 
(1990: xii) 
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In order for this to happen, it is suggested that practitioners of SLTE need 
to reach consensus on what the fundamental nature of the field is and how 
its pedagogical content knowledge should be defined. In many situations, 
SLTE still reflects the history of its development as a branch of applied lin- 
guistics. A consistent approach or philosophy of SLTE has not yet 
emerged to serve as a basis for sound instructional practice. If the move- 
ment away from language-based to more teaching-based approaches 
gains momentum in the future, however, both pedagogical content 
knowledge and accompanying instructional practices will need to be eval- 
uated to ensure that the process of teaching assumes a more prominent 
role within the field of second language teacher education. 
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2 Theories of teaching in language 
teacher education 

Underlying any approach to the preservice or in-service development of 
second language teachers is a conception of what good teaching is and 
what the essential knowledge and skills of teachers are. Fundamental 
questions in the design of SLTE programs include consideration of what 
type of teacher the program is intended to graduate and what attitudes 
toward research, conventional wisdom, experiential knowledge, and 
self-development the graduate of the program is expected to have. There- 
fore, in planning SLTE programs, decisions need to be made concerning 
what philosophy of teaching and of teachers the program will embody 
(see Chapter 1). Perhaps the commonest conception of teaching in SLTE 
in the seventies and eighties was a method-based model of teaching. 
Lange comments: 

Foreign language teacher development ... has a basic orientation to methods 
of teaching. Unfortunately, the latest bandwagon “methodologies” come into 
prominence without much study or understanding, particularly those that 
appear easiest to immediately apply in the classroom or those that are 
supported by a particular “guru.” Although concern for method is certainly 
not a new issue, the current attraction to “method” stems from the late 1950s, 

when foreign language teachers were falsely led to believe that there was a 
method to remedy the “language teaching and learning problems.” 
Audiolingualism is no longer the reigning theory of language learning, but it 

has been deeply ingrained in foreign language teachers’ routines as basic 

practice. The obsession with methods makes the connection between university 

teacher development programs difficult, particularly in clinical experiences 

aspects, because the practice in schools is different from the more theoretical 

“up-to-date” approach of college/university teacher development programs. 

(1990: 253) 

Alternative paradigms have also been proposed, such as that of Fanse- 

low in his book Breaking Rules (1987), which might be described as an 

“anti-methods” perspective. In Fanselow’s approach, teachers are 

encouraged to develop their own methods of teaching through exploring 

alternatives to conventional prescriptions for good teaching. 

Judgements and prescriptions based on preconceived notions of good teaching 

given by outsiders, general in nature, and with no means to explore 

congruence between practices and prescriptions, obviously serve a critical 

function in teacher preparation and development. These practices are 
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widespread, and almost all teachers have experienced them. It is partly because 
of the fact that most teachers are aware of the normal rules in teacher 
preparation and development that I provide a different set of practices. The 
practices I invite you to experience are basically the exact opposite of those 
most followed. Thus, I invite you not to judge, or if you do, to withhold your 
judgement, to substitute specific descriptions for general prescriptions, and as 
a result to be free to generate alternatives unrelated to your preconceived 
notions of good and bad teaching, to serve as your own expert rather to 
depend on those in authority, and to explore congruence between what you 
think you do, what you want to do, and what you actually do. (1987: 2) 

Other conceptions of teaching in SLTE include the teacher as classroom 
researcher (Nunan 1989) and the teacher as reflective practitioner 
(Richards and Lockhart 1994). Each model of teaching makes specific 
assumptions about what the essential knowledge base, skills, and atti- 
tudes of teachers are. This chapter examines a number of conceptions of 
teaching that have affected the field of second and foreign language 
teaching, explores the assumptions they make about the nature of teach- 
ing skills, and considers the implications of each view of teaching for 
approaches to second language teacher development. The framework for 
this discussion is based on Zahorik (1986). In a paper on the relat - 
shi between theories of teaching and te skills, Zahorik divide 5 
CORPO suo RC GAHAN a CAE SENECA com 

i 1S, y- eRememmensionans and art-craft conceptions. 

These categories will be used to illustrate the implications of different 
conceptions of teaching in language teaching and their implications for 
SLTE. 

Science-research conceptions 

Science-research conceptions of language teaching view teaching as a 
type of scientific activity, or at least one that is informed and validated 
by scientific research and supported by experimentation and empirical 
investigation. Zahorik (1986) includes operationalizing learning princi- 
ples, following a tested model, and doing what effective teachers do as 
examples of science-research conceptions. How have these conceptions 
influenced the field of second and foreign language teaching? 

Operationalizing learning principles 

Operationalizing learning principles involves developing teaching prin- 
ciples from research on the psychology of learning, specifically memory, 
transfer, motivation, and other factors believed to be important in learn- 
ing. Mastery learning and programmed learning are examples of science- 
research conceptions of teaching that have been developed in general 
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education. In second language teaching, audiolingualism, task-based 
language teaching, and learner training represent applications of learn- 
ing research to language teaching. 

Audiolingualism was the language teaching method in vogue in the 
1960s and early 1970s, particularly for the teaching of foreign lan- 
guages, and was firmly grounded in the learning theory of the day asso- 
ciated with the school of psychology known as behaviorism (Richards 
and Rodgers 1984). A second language could be learned through a 
process of habit formation and overlearning. Mimicry, memorization of 
set phrases, and repetitive drills were the primary teaching techniques, 
which were justified according to the Skinnerian concept of conditioning 
(Rivers 1964). Rivers (1964) offers a critique of the audiolingual method 
and its attempts to apply learning principles to language teaching. Her 
criticism is not that such an application is misplaced, but rather that the 
wrong learning principles were applied, leading to the excesses of the 
audiolingual method that led to its decline. Rivers’ belief was that the 
method could be improved through the application of other learning 
principles. Her influential book concludes: 

What can the practical teacher take from this intensive study of psychological 
learning theory and apply to specific problems of foreign-language teaching? 
Scattered throughout the preceding chapters have been a number of 
suggestions and recommendations for the modification or improvement of 
audiolingual techniques — recommendations which have emerged from 
consideration of the experimental work of several schools of psychological 
thought. (Rivers 1964: 149) 

Thus the way forward in language teaching depends upon applying the 
results of experimental studies of human learning. 
A more recent example of attempts to develop a theory of teaching 

from learning research is referred to as task-based language teaching 
(TBLT). Like the audiolingual method, it too is said to derive from the 
application of principles derived from studies of learning. Long and 
Crookes (1992: 27) point out that task-based approaches to language 
teaching are distinguishable from earlier approaches because “part of 
their rationale derives from what is known about human learning in gen- 
eral and/or second language learning in particular.” While rejecting lin- 
guistic units of analysis, syllabus design, and presentation in language 
teaching, task-based approaches “opt instead for some conception of 
task” (p. 27). “The basic rationale for TBLT derives from SLA research, 
particularly descriptive and experimental studies comparing tutored and 
naturalistic learning” (p. 42). Proponents of task-based language teach- 

ing argue that second language acquisition research shows that success- 

ful language learning involves learners in negotiation of meaning. In the 

process of negotiating with a speaker of the target language, the learner 
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receives the kind of input needed to facilitate learning. It is proposed that 
classroom tasks that involve negotiation of meaning should therefore 
form the basis of the language teaching curriculum, and that tasks can 
be used to facilitate practice of both language forms and communicative 
functions. Research is intended to enable curriculum and materials 
designers to know what kinds of tasks can best facilitate acquisition of 
specific target language structures and functions and in what ways flu- 
ency and accuracy can be achieved within a task-based approach (Ske- 
han 1996). Prahbu (1984) initiated a large-scale application of this 
approach in schools in India, developing a syllabus and associated teach- 
ing materials around three major types of tasks: information-gap tasks, 
opinion-gap tasks, and reasoning-gap tasks. 
A different type of science-research conception is the approach known 

as learner training. This draws on research on the cognitive styles and 
learning strategies used by successful learners in second language learn- 
ing and in completing different types of classroom learning tasks. An 
early example of research on learner strategies (the Good Language 
Learner studies) sought to identify the strategies employed by successful 
second language learners. The assumption was that people with above- 
average success in learning languages should be studied to determine 
what it is they do that makes their efforts more successful. Naiman et al. 
(1978) identified six broad strategies employed by people who were 
good language learners: 

— Find a learning style that suits you. 
— Involve yourself in the language learning process. 
— Develop an awareness of language both as system and as communica- 

tion. 
— Pay constant attention to expanding your language knowledge. 
— Develop the second language as a separate system. 
- Take into account the demands that second language learning 

imposes. 

The motivation behind learner strategy research was that such principles 
could provide the basis for training less successful language learners, 
hence the notion of learner training: “It is a fundamental tenet of learner 
training that learning strategies of successful learners can be codified and 
taught to poor language learners with a resulting increase in their learn- 
ing efficiency” (Rees-Miller 1993: 680). Hosenfield (1984) investigated 
the strategies employed by successful and unsuccessful readers when 
reading foreign language texts, and argues that the strategies employed 
by the successful readers (e.g., keeping the meaning of the passage in 
mind, reading in broad phrases, skipping inessential words, having a 
good self-concept as a reader) should be taught to unsuccessful readers. 
O’Malley and Chamot (1990) demonstrated that training students to use 
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particular learning strategies can improve their language learning per- 
formance. Not all approaches to learner training seek to teach students 
specific strategies, however; some merely seek to develop awareness of 
the nature and role of strategies in successful language learning (see 
Oxford 1990). 

Following a tested model of teaching 

Following a tested model of teaching involves applying the results of 
empirical or experimental research on teaching to classroom teaching. In 
this approach, “a view of good teaching is developed through logical rea- 
soning and previous research; good teaching is defined in terms of spe- 
cific acts” (Zahorik 1986: 21). While not a common paradigm in lan- 
guage teaching, it has at times been advocated as a way to advance the 
scientific basis of second language teaching. An example of an approach 
of this kind is work done by Long in the 1980s on teachers’ question pat- 
terns and wait-time (the amount of time teachers wait before answering 
a question). Long (1984) argued that research had established the con- 
tribution of questioning patterns and wait-time to the quality of interac- 
tion in second language classrooms, particularly the need for teachers to 
use more referential questions (genuine questions in which the answer is 
not known in advance) than display questions (questions asked to elicit 
a structure or sentence pattern and for which no genuine information 
exchange is involved). In applying this research to teacher preparation, 
a simple training model was developed in which teachers were taught the 
differences between display questions and referential questions, and the 
advantages of providing longer wait-time after questions. Teachers’ 
question use and wait-time before and after training were measured, and 
“it was found that the training modules affected teaching behaviors, and 
that the new behaviors affected student participation patterns in ways 
believed to be significant for these students’ language acquisition” (Long 
1984: vi). Thus, by identifying specific teaching behaviors, such as ques- 
tion patterns and wait-time, that are more effective in facilitating second 
language acquisition than other types of classroom discourse, a concep- 
tion of good teaching was identified and validated. 

Doing what effective teachers do 

Another approach to developing a research-based theory of teaching is 
to derive teaching principles from studies of the practices of “effective” 
teachers. This involves identifying teachers who are regarded as exem- 
plary (based on supervisors’ reports, the results their students achieve in 

school or on standardized tests, or on other criteria of effectiveness) and 

studying their teaching practices through classroom observation and 

interviews. 
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In a study of effective teachers in bilingual education programs in Cal- 
ifornia and Hawaii, for example, Tikunoff (1985) observed a group of 
teachers who had been identified as achieving exemplary results in their 
classes to find out how they organized instruction, structured teaching 
activities, and enhanced student performance on tasks. Teachers were 
interviewed to determine their instructional philosophies and goals, and 
the demands they structured into class tasks. Then they were observed 
while teaching their classes. An analysis of the classroom data revealed 
that there was a clear linkage between: 

1. teachers’ ability to clearly specify the intent of instruction, and a 
belief that students could achieve accuracy in instructional tasks 

2. the organization and delivery of instruction such that tasks and insti- 
tutional demands reflected this intent, requiring intended student 
responses 

3. the fidelity of student consequences with intended outcomes 

In a summary of research of this kind (Blum 1984: 3-6), twelve charac- 
teristics of effective teaching were identified: 

. Instruction is guided by-a preplanned curriculum. 
There are high expectations for student learning. 

. Students are carefully oriented to lessons. 

. Instruction is clear and focused. 

. Learning progress is monitored closely. 

. When students do not understand, they are retaught. 

. Class time is used for learning. 

. There are smooth and efficient classroom routines. 
Instructional groups formed in the classroom fit instructional needs. 

10. Standards for classroom behavior are high. 
11. Personal interactions between teachers and students are positive. 
12. Incentives and rewards for students are used to promote excellence. 

WAHNDARWNE 

Research on effective teaching thus leads to the identification of princi- 
ples that, in theory, can be used as the basis for teacher training and 
teacher assessment. In general education, an approach to teaching that 
reflects this approach has been labeled direct instruction or active teach- 
ing. | 

Theory-philosophy conceptions 

Theory-philosophy conceptions of teaching are built not on empirical 
research but on generally data-free theories and principles that are justi- 
fied on logical, philosophical, political, moral, or other grounds. “Their 
truth is not based on a posteriori conditions or on what works. Rather, 
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their truth is based on what ought to work or what is morally right” 
(Zahorik 1986: 22). Such conceptions of teaching are much more com- 
mon in language teaching than science-research conceptions, which as 
Lange (1990) notes, abounds with examples of methodologies that have 
been developed by inspired linguists, educationists, or teacher educators, 
adopted as the received truth of the day by teaching organizations, and 
promoted, often uncritically, as the answer to “the language teaching 
problem.” Teaching conceptions derived from beliefs about what ought 
to work are essentially rationalist in approach, while those derived from 
beliefs about what is viewed as morally right will be referred to here as 
values-based approaches. 

Rational approaches 

Rational conceptions of teaching generally result from attempts to apply 
particular theories of language or of language learning to teaching. Com- 
municative language teaching is an example of a teaching conception 
based primarily on a theory of language, while the proficiency movement 
in foreign language teaching in the United States is based on a nonem- 
pirical model of foreign language proficiency development. In neither 
case is research or empirical investigation the starting point for the 
development of the teaching conception. 

Communicative language teaching, today still one of the major lan- 

guage teaching movements worldwide, arose in the 1970s as a reaction 

to grammar-based approaches to teaching, which had been dominant 

since the 1950s. Communicative language teaching was an attempt to 

build language teaching around the theory of communicative compe- 

tence. The consequence of a paradigm shift within applied linguistics as 

well as a response to changes in the practical circumstances of language 

teaching within Europe and the British EFL network at that time, the 

proponents of communicative language teaching often described it as a 

“principled approach,” based on a “proper” view of the nature of lan- 

guage. As R. Allwright pointed out in 1979, summarizing the mood of 

the time in British ELT circles, “It has been accepted for many years that 

‘communication’ is the proper aim for language teaching.” Allwright 

goes on to describe the background to the adoption of a communicative 

approach in a British University English for applied purposes program: 

In retrospect it seems possible to see a rational thread through the thinking 

that preceded the change of strategy, but at the time we felt we were taking 

quick decisions on little more than very strong feelings of distrust concerning 

past experience, and strong, almost euphoric, self-confidence and optimism 

concerning the possibilities offered by a radical break with the past. (1979: 

172) 
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Communicative language teaching was not propelled by a body of 
research evidence or research studies that sought to demonstrate that 
communicative language teaching programs were more effective than 
the grammar-based programs abandoned with the enthusiasm Allwright 
describes. Rather, it quickly became the new orthodoxy, supported in 
high places and rapidly implemented worldwide (see Richards 1984). It 
is a classic example of an innovation being accepted because of the com- 
pelling nature of its underlying principles and the status and influence of 
its proponents. The literature on communicative language teaching in 
the seventies is hence not linked to empirical questions or research find- 
ings. Rather, it is largely devoted to persuasive articulation of its under- 
lying principles and their implications for language teaching, and to fos- 
ter debate on such matters as the appropriateness of different syllabus 
types and the roles of accuracy versus fluency. The major principles of 
the communicative approach are summarized by Finocchiaro and Brum- 
fit (1983: 91-3) and include: 

— Meaning is paramount. 
— Contextualization is a basic premise. 
— Language learning is learning to communicate. 
— Effective communication is sought. 
— Attempts to communicate may be encouraged from the very beginning. 
— Communicative competence is the desired goal. 
— Linguistic variation is a central concept in materials and methodology. 
— Sequencing is determined by any consideration of content, function, 

or meaning that maintains interest. 
— Language is created by the individual through trial and error. 
— Fluency and acceptable language are the primary goals; accuracy is 

judged not in the abstract but in context. 
- Intrinsic motivation will spring from an interest in what is being com- 

municated by the language. 

The Proficiency Movement represents another rationally based con- 
ception of teaching that has had a significant impact on approaches to 
foreign language teaching in the United States. Its origins lie in dissatis- 
faction with the quest for best methods of language teaching, which had 
dominated approaches to language teaching in the 1960s and 1970s. In 
1982 the American Council on the Teaching of Foreign Languages pub- 
lished the ACTFL Proficiency Guidelines, which were intended to pro- 
vide a frame of reference for the design of language teaching programs 
and to establish language proficiency achievement goals for foreign lan- 
guage teaching. 

The shift from methodology to measurement questions marks a significant 
change in direction for the profession. After many years of fruitless searching 
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for the “one true way,” we may be realizing at last that the controversy has 
been raging on the wrong battlefield. Instead of searching for one definitive 
approach to teaching, we have begun looking for some “organizing principle” 
that can facilitate communication about the nature of language proficiency, 
and thus about the development of goals and objectives for language teaching. 
(Omaggio-Hadley 1993: 75) 

Like the specifications for notional, functional, and communicative syl- 
labuses that generated such interest in relation to communicative lan- 
guage teaching in the seventies, the ACTFL Proficiency Guidelines were 
not research based (despite claims to the contrary, e.g., Liskin-Gasparro 
1984) but the product of a working group drawing on conviction, expe- 
rience, intuition, and oral proficiency scales that had been developed for 
the purposes of assessing oral language proficiency (e.g., the Foreign Ser- 
vice Institute Oral Interview). Omaggio-Hadley (1993), in a major book 
on the methodology of foreign language teaching, uses the proficiency 
guidelines as a framework for developing “guiding principles for orga- 
nizing and planning instruction in a second language” (p. 76) The five 
guiding principles she identifies are: 

1. Opportunities must be provided for students to practice using language in a 
range of contexts likely to be encountered in the target culture. 

2. Opportunities should be provided for students to practice carrying out a 
range of functions (tasks) likely to be necessary in dealing with others in the 
target culture. 

3. The development of accuracy should be encouraged in proficiency-oriented 
instruction. As learners produce language, various forms of instruction and 
evaluative feedback can be useful in facilitating the progression of their skills 
towards more precise and coherent language use. 

4. Instruction should be more responsive to the affective as well as the cognitive 

needs of students, and their different personalities, preferences, and learning 

styles should be taken into account. 

5. Cultural understanding must be promoted in various ways so that students 

are sensitive to other cultures and prepared to live more harmoniously in the 

target-language community. 

(Omaggio-Hadley 1993: 77) 

Values-based approaches 

A different approach to a conception of teaching is to develop a teach- 

ing approach from the values one holds about teachers, learners, class- 

rooms, and the role of education in society. Certain ways of going about 

teaching and learning are then seen to be educationally or ideologically 

desirable and others as morally, ethically, ideologically, or politically 

unsupportable. Teaching is seen to always encompass a moral or ideo- 

logical dimension. What has been acknowledged as true for literacy 
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could also be said of teaching English as a second or foreign language, 
namely, that it “always serves social purposes in creating and exchang- 
ing meaning, needs to be understood in its context of use, is ideological, 
is linked to social power, and should be taught with a critical dimension 
that calls into question such ideological and social relations” (Pennycook 
1996: 163). 

Values or ideologically based approaches in education are not hard to 
identify. For example, advocates of “literature in the language curricu- 
lum,” “school-based curriculum development,” or “the teacher as action 
researcher” essentially appeal to cultural, educational, or social value 
systems in justifying their proposals. The Marxist ideology underlying 
Kemmis and McTaggart’s approach to action research, for example, is 
relatively transparent, as seen in their insistence that action research 
must be a collaborative rather than an individualistic activity: 

The importance of the group in action research cannot be overemphasised. 
Activities where an individual goes through cycles of planning, action, 
observation and reflection, cannot be regarded as action research. Action 
research is not individualistic. To lapse into individualism is to destroy the 
critical dynamic of the group and to risk falling victim to the fallacious liberal 
notion that all educational practices and the values which they purport to 
realise are equally defensible. (1981: 15) 

Other examples of values-based approaches in language teaching include 
team teaching, humanistic approaches, the learner-centered curriculum 
movement, and reflective teaching. Team teaching is based on a view that 
teachers work best when they work in collaboration with a peer, and that 
the interaction with a colleague in all phases of teaching is beneficial to 
both teachers and learners. Humanistic approaches in language teaching 
refer to approaches that emphasize the development of human values, 
growth in self-awareness and in the understanding of others, sensitivity 
to human feelings and emotions, and active student involvement in 
learning and in the way human learning takes place. Community Lan- 
guage Learning is sometimes cited as an example of a humanistic 
approach, as is the work of Earl Stevick and Gertrude Moskowitz. 

The learner-centered curriculum is one of a number of terms used to 
refer to approaches to language teaching that are based on the belief that 
learners are self-directed, responsible decision makers. Learners are seen 
to learn in different ways and to have different needs and interests. Lan- 
guage programs and the teachers who work in them should therefore set 
out to provide learners with efficient learning strategies, to assist learn- 
ers to identify their own preferred ways of learning, to develop skills 
needed to negotiate the curriculum, to encourage learners to set their 
own objectives, to encourage learners to adopt realistic goals and time 
frames, and to develop learners’ skills in self-evaluation. 
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Reflective teaching is an approach to teaching based on a belief that 
teachers can improve their understanding of teaching and the quality of 
their own teaching by reflecting critically on their teaching experiences. 
In teacher education, activities that seek to develop a reflective approach 
to teaching aim to develop the skills of considering the teaching process 
thoughtfully, analytically, and objectively, as a way of improving class- 
room practices (Richards and Lockhart 1994). This is brought about 
through using procedures that require teachers to collect data on their 
own teaching practices (e.g., through audio or video recordings), to 
reflect on their own decision making (e.g., through journal writing), and 
to examine their own values and assumptions about teaching (e.g., 
through peer or group discussion, or observation of videos). Some link 
reflective teaching to broader and more fundamental goals: 

Becoming a critically reflective teacher is intended to allow us to develop 
ourselves individually and collectively; to deal with contemporary events and 
structures (for example, the attitudes of others or the bureaucratic thinking of 
administrators) and not to take these structures for granted. Reflective 
teaching as a form of critical inquiry is located in a socially critical orientation 
to teaching. (Bartlett 1990: 205) 

Art-craft conceptions 

A third way of conceptualizing teaching is to view it as an art or a craft, 
and as something that depends upon the teacher’s individual skill and 
personality. Zahorik (1986: 22) characterizes the approach in these 
terms: “The essence of this view of good teaching is invention and per- 
sonalization. A good teacher is a person who assesses the needs and pos- 
sibilities of a situation and creates and uses practices that have promise 
for that situation.” 

The artist metaphor has appeared in different forms in the literature 
on teaching in the last fifty years (see Delamont 1995), one of the earli- 
est articulations being a book on EFL teaching methodology called The 
Art of Teaching English as a Living Language (Morris 1954). While 
researchers rarely use such a description, the invocation of teaching as 
artistry is intended to highlight a nontechnical view of teaching that 
focuses on some of the tacit, implicit, and unexamined sides of teaching. 
Pennington (1990: 132-3)) provides a clear description of the art-craft 
conception of teaching as it applies to second language teaching, point- 
ing out that it underlies the philosophy seen in Stevick’s work, who 
viewed teaching as a “kind of mystical experience that is “hard to 
explain or describe.” He referred to teaching as “the mystery-behind- 
mystery” and the “simple, daily miracle” (Stevick 1990: 295). “From 
this perspective,” writes Pennington, 
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individual acts of teaching are essentially irreplicable and noncomparable, and 
the inherent characteristics of individual teachers are the strongest predictor of 
classroom outcomes. Under this abstract view of teaching, in which the 
teaching act cannot be analyzed and described in rational, consistent terms, 
teacher development or evaluation cannot be justified... . In a less radical 
conception, teaching viewed as a kind of “artistic” performance depends in 
large measure on the characteristics of the particular teacher and so cannot be 
reliably predicted from teacher preparation. (1990: 133) 

The craft metaphor of teaching emphasizes that teachers have to acquire 
a personal repertoire of specialized skills and techniques, and that these 
may be unique to each teacher and hence in some sense unpredictable. 
According to Gage (1978), teaching involves “a process that calls for 
intuition, creativity, improvisation, and expressiveness — a process that 
leaves room for departures from what is implied by rules, formulas, and 
algorithims” (p. 15). Art-craft approaches to teaching seek to develop 
teaching as a unique set of personal skills that teachers apply in different 
ways according to the demands of specific situations. There are no gen- 
eral methods of teaching; rather, teachers should develop an approach to 
teaching that allows them to be themselves and do what they feel is best. 
Teacher decision making is an essential competency in this approach, 
because a good teacher is seen as one who analyzes a situation, realizes 
that a range of options is available based on the particular class circum- 
stances, and then selects an alternative that is likely to be the most effec- 
tive for the circumstances. 

In this view, the teacher must draw upon not only a body of professional 
knowledge and skill, but also a set of personal resources that are uniquely 
defined and expressed by the personality of the teacher and his or her 
individual and collective interactions with students. (Darling-Hammond, Wise, 
and Pease 1983: 292) 

This does not deny the value of knowing about different methods of 
teaching and how to use them, but it suggests that commitment to a sin- 
gle method of teaching may impede the teacher’s full potential. Fanselow 
(1987) advocates an art-craft conception of teaching and urges teachers 
to break conventional rules (the ones that emanate from research, the- 
ory, or other external models of teaching) in order to discover the 
teacher’s inner rules: . 

For too long, we have sought suggestions, insights, and information only from 
psychologists, linguists, researchers who did comparison of methods studies, 
advocates of particular schools of language teaching, authors of texts, or tests 
or other experts. Of course, these sources have been helpful and should not be 
discarded. But they can be supplemented by self-generated alternative 
suggestions, insights, and information. Initially, we may not trust our own self- 
generated alternatives as much as those provided by experts. But confidence 
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comes as we remember the Socratic idea of teaching: aiding each other to 
remember what we already know, helping us each see what is within each of 
us. (1987: 7) 

Implications for teacher education 

Although none of the conceptions of teaching discussed in this chapter 
can be viewed as an ideal type that exists in pure form in the real world, 
different philosophies or conceptions of teaching embody quite different 
assumptions about what the essential skills of teaching are, and hence 
raise different issues in teacher preparation and teacher evaluation 
(Darling-Hammond et al. 1983). 

Science-research conceptions can be seen as essentially top-down 
approaches to teaching. Teaching is viewed as the application of knowl- 
edge and theories that have been developed by researchers, typically aca- 
demics. Learning theory, research on second language learning, and 
research on effective teaching practices are regarded as the basis for the 
development of teaching strategies and principles. Theoretical models of 

teaching then become “entrenched as a methodological cornerstone of 

classroom teaching” (Rees-Miller 1993: 681). The essential knowledge 
and skills of teaching from this perspective are an understanding of the 

theory or research principles that form the basis of the teaching strategy 

or methodology, and the ability to apply research-based principles in 

one’s own teaching. The role of teacher research is to provide further val- 

idation of the theory and research findings. Teachers need to constantly 

update their knowledge of current research findings and seek ways of 

applying such knowledge to their teaching. They should make their 

teaching conform to the research principles as far as possible. They are 

part of the process by which research findings get turned into practice. 

Teacher education programs built around science-research concep- 

tions of teaching will consequently give a primary emphasis to the 

importance of research and theory in teaching and the “validity” of par- 

ticular theoretical perspectives on second language teaching and learn- 

ing. Typically they will focus on a particular research paradigm, such as 

“second language acquisition research,” and prospective teachers or in- 

service teachers will be trained in the research techniques associated with 

that approach. Good teaching, according to this conception, is teaching 

that is in conformity with the findings of research. 

Theory-philosophy conceptions of teaching require teachers first to 

understand the theory underlying the approach and then to teach in such 

a way that the theory is realized in classroom practice. With commu- 

nicative language teaching, for example, lessons, syllabuses, materials, 

and teaching techniques can be judged as more or less “communicative.” 

Specifications as to what constitutes communicative teaching have been 
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proposed, and a teacher’s performance can be assessed according to the 
degree of “communicativeness” found in his or her lessons. Other 
methodologies that derive from theory-philosophy conceptions, such as 
the Silent Way, lead to prescriptions as to what teachers should and 
should not do in the classroom. The essential skills the teacher needs to 
acquire are those that reflect the theory and spirit of the Silent Way 
approach. There is little room for personal interpretation of the method. 

Philosophical or values-based approaches are prescriptive in a differ- 
ent kind of way, since the choice of instructional means is not based on 
educational criteria (e.g., on effectiveness or learning criteria) but on a 
wider set of values that are not subject to accountability (e.g., ideologi- 
cal, political, social, or personal beliefs). Applying the teaching concep- 
tion to classroom practice begins with a change in ideas, values, princi- 
ples, or beliefs. In preparing teachers for reflective teaching, for example, 
Bartlett observes: 

A teacher’s actions are influenced by intentions in the social settings and by the 
beliefs and chains of reasoning that are held before and after the occurrence of 
the action. The point in all this is that if we want to improve our teaching 
through reflective inquiry, we must accept that it does not involve some 
modification of behavior by externally imposed directions or requirements, but 
that it requires deliberation and analysis of our ideas about teaching as a form 
of action based on our changed understandings. (1990: 203) 

The role of teacher education in an art-craft conception of teaching is very 
different from that appropriate in science-research or theory-philosophy 
conceptions of teaching. Whereas the latter can be seen as top-down con- 
ceptions, which require teachers to modify their teaching in the direction 
of an externally based model of teaching, art-craft conceptions are essen- 
tially bottom-up. Teachers should not set out to look for a general method 
of teaching or to master a particular set of teaching skills but should con- 
stantly try to discover things that work for them, discarding old practices 
and taking on new ones. The role of teacher education is to help teachers 
discover their own personal style of teaching through focused teacher 
education activities and teaching practice. While generic teaching skills, 
principles, and techniques might be appropriate starting points in teach- 
ing, the teacher will select, adapt, and extend these, creating a unique per- 
sonal style of teaching in the process. Teacher education is a process of 
constantly discovering and creating new alternatives (Fanselow 1987). 

The different principles underlying the three conceptions of teaching 
can thus be summarized in the following statements of essential teaching 
skills: 

Science-research conceptions 
— Understand the learning principles. 
— Develop tasks and activities based on the learning principles. 
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— Monitor students’ performance on tasks to see that desired perfor- 
mance is being achieved. 

Theory-philosophy conceptions 
— Understand the theory and the principles. 
— Select syllabuses, materials, and tasks based on the theory. 
-— Monitor your teaching to see that it conforms to the theory. 

In the case of values-based approaches, the essential skills in teaching 
are: 

- Understand the values behind the approach. 
— Select only those educational means that conform to these values. 
— Monitor the implementation process to ensure that the value system is 

being maintained. 

Art-craft conceptions 
— Treat each teaching situation as unique. 

Identify the particular characteristics of each situation. 
Try out different teaching strategies. 
Develop personal approaches to teaching. 

In planning teacher education programs, decisions therefore have to be 
made concerning which conception of teaching is considered an appro- 
priate basis for the program. Pennington (1990: 132) notes: 

Whether implicitly or explicitly, every teacher preparation program embodies a 
philosophy of teaching that connects performance goals to training methods 
and course content. In the ideal case, each program requirement is covered by 
an explicit rationale that relates course content to specific outcomes for 
program graduates. Such a rationale incorporates (1) an articulated 
philosophy or theory of teaching and (2) statements relating that philosophy 
or theory to one or more specializations for which preparation is offered in the 
program. 

How is the issue of an appropriate philosophy of teaching typically 
addressed in SLTE programs? One approach is to opt for eclecticism. In 
many programs, different courses reflect different assumptions about the 
nature of teaching. In a course on second language acquisition, for exam- 

ple, a science-research position may be advocated, whereas in the same 

program a course on methodology might be built around a theory- 

philosophy approach, such as communicative language teaching or the 

Natural Approach. The instructor in charge of the teaching practicum 
course, however, might promote yet a third position, such as an art-craft 

approach. But as Zahorik (1986) pointed out, since these three concep- 

tions of teaching offer quite different perspectives on what the essential 

skills of teaching are, it is not the case that they can simply be regarded 
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as alternatives that can be exchanged according to the whims of the 
moment. Eclecticism is not an option, since the different conceptions of 
teaching represent fundamentally different representations of what 
teaching is and how teachers should approach their work. 
A second approach is the noncompatible view, which is based on the 

belief that a particular teaching conception is valid and others are unac- 
ceptable and should be discouraged. This approach underlies teacher 
education programs that are articulated around a specific teaching 
methodology, such as the RSA Certificate and RSA Diploma, for which 
teachers are assessed according to how closely their performance during 
teaching practice matches the “presentation-practice-production” model 
of teaching. Many teacher education programs are similarly structured 
around a “received methodology,” which teacher trainees are expected 
to assimilate and be able to replicate in their own teaching. Almarza 
(1996) documents the role such a methodology played in the foreign lan- 
guage teaching component of a postgraduate certificate in education 
course and the interaction between the teachers’ own theories of teach- 
ing and the theory embodied in the program. 

An alternative approach is to regard the different conceptions of 
teaching as forming a developmental continuum. From this perspective, 
teachers entering the teaching profession need technical competence in 
teaching and the confidence to teach according to proven principles. 
Science-research conceptions of teaching might well provide a good 
starting point for inexperienced teachers. As they gain experience, they 
can then modify and adapt these initial theories of teaching, moving 
toward the more interpretative views of teaching implicit in theory-phi- 
losophy conceptions. Eventually, as they develop their own personal the- 
ories of teaching, they can teach more from an art-craft approach, cre- 
ating teaching approaches according to the particular constraints and 
dynamics of the situations in which they work. In this way, teacher devel- 
opment can be seen as a process of ongoing self-discovery and self- 
renewal, as top-down approaches to teaching are replaced by more bot- 
tom-up approaches, or approaches that blend the two. 
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The final source of the knowledge base 
[of teaching] is the least codified of all. It 
is the wisdom of practice itself, the 

maxims that guide (or provide reflective 
rationalization for) the practice of able 
teachers. (Shulman 1987: 11) 

In recent years, research on teaching has attempted to understand teach- 
ing from the “inside” rather than from the “outside in” (Cochran-Smith 
and Lytle 1990). In both general research on teaching (e.g., Cortazzi 
1991) as well as research on second language teaching (e.g., Bailey and 
Nunan 1995), the need to listen to teachers’ voices in understanding class- 
room practice has been emphasized: “What is missing from the knowl- 
edge base for teaching, therefore, are the voices of the teachers them- 
selves, the questions teachers ask, the way teachers use writing and 
intentional talk in their work lives, and the interpretive frames teachers 
use to understand and improve their own classroom practices” (Cochran- 
Smith and Lytle 1990: 2). Such an approach seeks to understand teach- 
ing in its own terms and in ways in which it is understood by teachers. 
This approach is in contrast to earlier research traditions, which pre- 
sented an outsider’s perspective on teaching and sought to identify quan- 
tifiable classroom behaviors and their effects on learning outcomes 
(Chaudron 1988; Dunkin and Biddle 1974). This chapter further 
explores an insider’s perspective by examining teachers’ understanding of 
teaching and the motivations for language teachers’ interactive decisions 
and actions. The focus is hence on teachers’ implicit theories of teaching 
(see Chapter 1). The basis for interactive decisions during lessons will be 
discussed in terms of working principles, or maxims, that teachers con- 
sciously or unconsciously refer to as they teach. The nature of these max- 

ims and the ways in which they shape teachers’ interpretation and man- 
agement of teaching will be explored. 

Two dimensions of teacher knowledge 

Teachers employ different types of conceptual organization and mean- 

ing. One level of meaning relates to subject matter knowledge and how 

curricular and content aspects of teaching are conceptualized (Shulman 

1987). Woods (1996) describes teachers’ conceptions of lessons as made 
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up of conceptual units at different levels of abstraction. He distinguishes 
between the following: overall conceptual goals — the overall purposes 
teachers identify for a course; global conceptual units — the individual 
subcomponents of the curriculum (e.g., the grammar, reading, writing, 
and listening components of an integrated skills course); intermediate 
conceptual units — activities or clusters of activities framed in terms of 
accomplishing one of the higher-level conceptual goals; and local con- 
ceptual units - the specific things teachers do to achieve particular 
instructional effects. Other constructs that have been proposed to 
account for how teachers realize the curricular agendas they set for 
lessons and the kinds of cognitive processes they employ include lesson 
formats (Wong-Fillmore 1985), tasks (Doyle 1983), scripts, and routines 
(Shavelson and Stern 1981). Constructs such as these seek to describe 
how teachers approach the subject matter of teaching and how they 
transform content into learning. Much of this research draws on a 
framework of cognitive psychology and has provided evidence of the 
kinds of pedagogical content knowledge, reasoning, and problem solv- 
ing teachers make use of as they teach (Clift 1991). 

In addition to the curricular goals and content, teachers have other 
more personal views of teaching (Johnston 1990). Zeichner, Tabachnick, 
and Densmore (1987) try to capture this with the notion of perspective, 
which they define as the ways in which teachers understand, interpret, 
and define their environment and use such interpretation to guide their 
actions. They followed teachers through their year-long professional 
training and their first year in the classroom, and found that their per- 
sonal perspectives served as powerful influences on how they taught. In 
describing the basis for teachers’ conceptualizations of good practice, 
Clandinin (1985, 1986) introduced the concept of image, which she 
describes as “a central construct for understanding teachers’ knowledge” 
(1985: 362). An image is a metaphor, such as “the classroom as home,” 
“setting up a relationship with children,” or “meeting the needs of stu- 
dents,” that teachers may have in mind when they teach. Johnston 
(1992) suggests that images such as these are not always conscious, that 
they reflect how teachers view themselves in their teaching contexts, and 
that they form the subconscious assumptions on which their teaching 
practices are based. In a study of what second language teachers perceive 
to be good classes, Senior (1995) found that experienced ESL teachers in 
an Australian educational setting attempting to implement a commu- 
nicative methodology appeared to have arrived at the tacit assumption 
that, to promote successful language learning, it is necessary to develop 
a bonded class — that is, one in which there is a positive, mutually sup- 
portive group atmosphere. The teachers appeared to employ a range of 
both conscious and unconscious strategies in order to develop a spirit of 
cohesion within their class groups. 
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Halkes and Deijkers (1984) refer to teachers’ teaching criteria, which 
are defined as “personal subjective values a person tries to pursue or keep 
constant while teaching.” Teachers hold personal views of themselves, 
their learners, their goals, and their role in the classroom, and they pre- 
sumably try to reflect these in their practice. Marland (1987) examined 
the principles used to guide and interpret teaching, and identified five such 
working principles that were derived from stimulated recall interviews 
with teachers. For example, the “principle of progressive checking” 
involved checking students’ progress periodically, identifying problems, 
and providing individual encouragement for low-ability students. Con- 
ners (1978) studied elementary teachers and found that all of those in her 
study used three overarching principles of practice to guide and explain 
their interactive teaching behavior: “suppressing emotions,” “teacher 
authenticity,” and “self-monitoring.” The “principle of teacher authen- 
ticity” involved the teacher presenting herself in such a way that good per- 
sonal relationships with students and a socially supportive classroom 
atmosphere would be achieved. This principle required the teacher to 
attempt to be open, sincere, and honest, as well as fallible. 

In summary, two different kinds of knowledge influence teachers’ 
understanding and practice of teaching. One relates to subject matter 
and curricular issues, and how the content of a lesson can be presented 
in an effective and coherent way. This is the aspect of teaching that has 
to do with curricular goals, lesson plans, instructional activities, materi- 
als, tasks, and teaching techniques. The other kind of knowledge relates 
to teachers’ implicit theories of teaching — that is, their personal and sub- 
jective philosophy and their understanding of what constitutes good 
teaching. It is this dimension that forms the focus of this chapter. 

Teachers’ accounts of what they set out to achieve 
in lessons 

When teachers talk about their teaching, they generally present a ratio- 
nal view of the kind of learning environment they try to create in their 
classes. They often describe their approach to lessons in terms of beliefs 
or principles that they try to put into practice in their teaching, reflecting 
their individual belief systems. Teachers’ belief systems are founded on 
the goals, values, and beliefs they hold in relation to the content and 
process of teaching, and their understanding of the systems in which they 
work and their roles within it. These beliefs and values serve as the back- 
ground to much of their decision making and action, and hence consti- 
tute what has been termed the “culture of teaching” (Richards and Lock- 
hart 1994). Teachers’ belief systems are stable sources of reference, are 
built up gradually over time, and relate to such dimensions of teaching 
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as the teachers’ theory of language, the nature of language teaching, the 
role of the teacher, effective teaching practices, and teacher-student rela- 
tions (K. E. Johnson 1992a; see also Chapter 4 this volume). 

Teachers are generally articulate in describing their belief systems, as 
the following extracts from conversations with teachers illustrate.! Carol, 
a British Council ESL teacher in Hong Kong, completed her education 
degree in the sixties and taught elementary school children for a number 
of years, then stopped and only recently returned to second language 
teaching. Both her earlier experience as a primary teacher and her more 
recent experience as a teacher of adults have influenced her approach to 
teaching. 

“I think it’s important to be positive as a personality. I think the teacher has to 
be a positive person. I think you have to show a tremendous amount of 
patience. And I think that if you have a good attitude you can project this to 
the students and hopefully establish a relaxed atmosphere in your classroom 
so that they will not dread to come to class but have a good class. I feel that 
it’s important to have a lesson plan. Even though I did teach many years ago, 
at this stage coming back into the classroom, I think it’s important to have a 
lesson plan of some sort. Because you need to know what you want to teach 
and how you are going to go from the beginning to the end. And also taking 
into consideration the students, where their ability is, what their background 
is. I have been in situations where I did not understand what was being taught 
or what was being said, and how frustrating it is and so when I try to 
approach it I say: how can I make it the easiest way for them to understand 
what they need to learn?” 

Carol’s philosophy emphasizes the teacher’s attitude and the need to cre- 
ate a supportive environment for learning in the classroom. She stresses 
the need for lesson planning, but her justification for lesson plans is 
based on helping the students rather than helping the teacher. 

Sally, who also teaches for the British Council in Hong Kong, has over 
ten years of teaching experience in a wide variety of situations, and is a 
certified TESL teacher and teacher trainer. Over the years her view of her 
role as a teacher has changed, moving from a teacher-led, tightly planned 
and executed approach to teaching to her current approach, in which she 
sees herself more as a guide or facilitator and consequently “takes a back 
seat.” She tries to create lessons that enhance communication and coop- 
eration between learners. Sally tries to implement this philosophy in every 
lesson, including a business English class she is currently teaching. Prior 
to one of her lessons, she described the approach she planned to take: 

1 The teachers’ narratives cited in this chapter are part of a corpus of teacher narratives, 
teacher interviews, and lesson observations collected at the British Council in Hong 
Kong in 1995. 
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“T know it’s a business lesson but I really like to activate their knowledge. My 
beliefs are very much humanitarian in that they will learn if they feel a warm 
cooperative atmosphere in the classroom, so I’m very concerned that they 
build up a trust amongst themselves, and with me, so I like them to do 
activities that are more student-centered rather than relying on the teacher all 
the time. I'd like to be more a guide, a motivator rather than the one-and-all 
person who knows it all. A lot of students here are reluctant to accept that. 
They are reluctant to take on that responsibility. So sometimes it’s like teaching 
them how to learn, and I find it a bit frustrating sometimes. I feel that perhaps 
they come in with expectations which aren’t met. Some students receive those 
ideas very well and other students have barriers. So that’s me as a teacher, and 
I like to vary things very much especially in three hours and twenty minutes. 
It’s just very tiring. So I love to have variety of activities and that you could 
only do standing on your feet, in a way.” 

Here Sally articulates a student-based approach to teaching that is 
dependent on establishing trust between the students and the teacher. In 
order to achieve a student-centered lesson, Sally conducts most of the les- 
son as small group activities, with students working on tasks in pairs or 
groups and carrying out many of the functions that the teacher might 
perform in a more teacher-fronted class. The teacher’s role is limited to 
setting up and monitoring activities, occasionally correcting errors, and 
maintaining variety and pace throughout the lesson. To enable her to 
achieve variety and timing, she uses a brief written lesson plan and mon- 
itors students’ interest level throughout the lesson to decide when to 
move from one activity to the next. She explains that the final judge of 
whether to keep to the lesson plan or not “is the atmosphere in the class 
and the looks on my students’ faces.” 

As these examples illustrate, teachers are generally concerned with 
more than simply issues of curriculum content. When they teach, they 
also attempt to implement a personal philosophy of teaching that reflects 
their understanding and beliefs about what good teaching is and how it 
is achieved. 

The nature of teachers’ maxims 

maxim: a rule for good or sensible behavior, especially one which is in the 
form of a proverb or short saying. (Cobuild English Language Dictionary) 

Conversations with teachers and observations of how teachers conduct 
their lessons suggest that teachers’ belief systems lead to the development 
of rational principles that serve as a source of how teachers interpret 
their responsibilities and implement their plans, and that motivate their 
interactive decisions during a lesson. These principles function like rules 
for best behavior in that they guide the teachers’ selection of choices from 
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among a range of alternatives. Hence they function as maxims that guide 
the teachers’ actions. These maxims are reflected both in how they con- 
duct their teaching as well as in the language they use to talk about it. 

Some interesting examples of the role of teachers’ maxims in native 
language teaching are given in Cortazzi (1991). He examined 1,000 nar- 
ratives (accounts of personal experiences) from elementary schoolteach- 
ers discussing their beliefs, perceptions, and values; their perspectives on 
teaching; and accounts of classroom incidents. Although the people in 
his sample were not teaching L2 students, a number of general working 
principles recurred in the narratives, including, “treat each child as an 
individual,” “be flexible and “‘play it by ear,’” and “maintain a sense of 
humor.” 

An example of a teacher responding to a personal maxim and aban- 
doning her lesson plan as a consequence is seen in the following extract 
from one of the narratives in Cortazzi’s study: 

“Most of the teaching has to be very planned, sometimes things might crop up. 
Well, you know we’re doing this book about your school, well, it was 

somebody’s birthday in the unit (for partially hearing children). 
So I decided, ‘Right, how old are you?’ So I taught them to lip read the 

question, ‘How old are you?’ And they’ve learnt to write ‘I’m 5,’ ‘I’m 6,’ ‘I’m 7.’ 
And then cropped up, something I hadn’t planned for but which cropped up 

because one of the children in the unit, she was 8. She’s in the other class. 
And I just jumped on it. So whatever else I had planned for the day I just 

didn’t do because something else had come up that was much more exciting. I 
mean, it may not sound exciting to you, but for me ... we have to make 
things exciting, we have to grasp anything we can use. 

Well, basically my teaching is planned because I’ve got to have a scheme of 
work in my mind, but I do play it by ear to a certain extent you’ve got to, if 
you’ve got something of interest you'll get far more from the children using it 
there and then.” (Cortazzi 1991: 68-9) 

In this extract the teacher explains how she abandoned what she had 
planned for a lesson and improvised a lesson around her pupils’ ages, 
based on the children’s response to something that occurred in the book 
they were reading. The teacher made an interactive decision because 
“something else had come up that was much more exciting.” The teacher 
rationalizes in saying, “we have to make things exciting, we have to 
grasp anything we can use.” This teacher is responding to the following 
implicit maxim: 

THE MAXIM OF INVOLVEMENT: Follow the learners’ interests to maintain 
student involvement. 

When faced with a choice between following her lesson plan and doing 
something more exciting, the teacher opted for the latter because it 
would be more engaging for her learners. 
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An example of another second language teacher using a similar maxim 

is given in Woods (1996), which includes case studies of two teachers 

teaching the same ESL course in a Canadian university. One of them 

reported that the primary belief that influenced his approach to the 

course centered on the importance of student involvement in course con- 

tent and the notion of student responsibility. The teacher believed in a 

learner-centered rather than teacher-centered classroom. 

In discussing the teacher’s approach to his teaching, Woods describes 

how this belief influences the teacher’s decision making: 

For this teacher, moment-to-moment decisions in the lesson were influenced by 

the students. In the videotaped lesson, there were many points at which his 

decisions were affected by a consideration of the learners which overrode the 

curriculum and his lesson plan. One activity in the lesson had two planned 

components; but the second one was abandoned when it became clear that the 

lesson had evolved in a different direction led by the interests of the learners. 

He made particular decisions on the spot on how to group the students for an 

activity in order to avoid certain personality clashes, and then he joined the 

groups in a certain order and dealt with the students in specific ways, decisions 

which were later elaborated on while watching the videotape in terms of his 

past experiences with these students, in terms of their personalities and work- 

ing habits, and in terms of the preparation they had done for the activity. All of 

these factors influenced who he sat down with and what issues he broached. 

Even at the most local level of his classroom decision-making, his style of 

speech with the students reflected an attitude of working things out with the 

students as the lesson proceeded. For example, when a learner brought up a 

point that he had not planned, he said “OK, I agree with you there.” When he 

discussed his planning in the interviews as well, the content of his discourse as 

well as the style revealed a readiness to go wherever the students took him. 

(Woods 1996: 195) 

Woods attributes this teacher’s beliefs about effective teaching to his own 

experience as a language learner and his teaching experience. In contrast, 

Woods describes a case study of another teacher working in the same 

ESL program for whom the planned curriculum was the primary refer- 

ence point in her teaching. Her concern throughout was to cover the 

material prescribed in the curriculum and consequently to ensure that 

the material she had planned to teach was taught. A maxim she operated 

from was: 

THE MAXIM OF PLANNING: Plan your teaching and try to follow 

your plan. 

Woods gives an example of how this maxim influences the teacher’s deci- 

sion making during a lesson. The teacher is presenting a lesson on defin- 

itions and has a carefully planned outline for the lesson. During the les- 

son a student volunteers an alternative interpretation of a definition 
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pattern she is presenting. But the teacher downplays the student’s com- 
ments to enable her to keep to her plan. She later comments: 

“After I did it [elicited the students’ opinions] I was glad that I did it because | 
thought it worked out well ... and the information they provided me with 
helped lead me to where I wanted to go, although I had to kind of fill out 
what they said because they were on the right track but they weren’t exactly 
giving me what was necessary. In the afternoon class I did the same thing ... 
and that time it didn’t work as well because the students didn’t give me the 
kind of information I was looking for.” (Woods 1991: 10-11; italics added) 

Woods comments that the preplanned curriculum was central in this 
teacher’s thinking. She involved the students only to the extent of help- 
ing her implement her preplanned lesson and was not prepared to depart 
from it in response to student feedback. Woods comments about this 
teacher: “At various points in the course when there was a conflict 
between sticking with her planned curricular activity and following 
another direction initiated by the students, she made the decision to 
carry out the planned activity” (p. 10). This teacher’s approach could be 
attributable both to her personal style as well as her views about how a 
language is best taught. She explains: “I like things to be organized or 
else I feel out of control and nervous. ... I’m one of those who spends 
a lot of time organizing and planning” (Woods 1996: 168). She viewed 
many aspects of language learning as mastery of a progression of items, 
“beginning with the most basic in a simplified and decontextualized 
form, and leading to the more complex and more contextualized. Her 
comments reflected a view that learning starts with explicit information, 
which first has to be consciously understood, and then has to be applied 
and practised in order to be used in other contexts” (Woods 1996: 218). 

Differences between the implicit maxims underlying these two teach- 
ers’ practices does not imply, however, that the “student-centered” 
teacher was superior to the “curriculum-centered” one. As Woods points 
out, Teacher A’s focus on the curriculum, “does not imply a lack of con- 
cern for the students, but rather a particular view of the roles of the cur- 
riculum and the students in the instantiation of the course” (1996: 27). 

The way in which personal maxims can lead to very different 
approaches to teaching is further illustrated in a case study of two ESL 
teachers in a Hong Kong secondary school, described in Tsui (1995S). For 
one, a central principle in her teaching was to keep the class disciplined 
and orderly so that students can learn most effectively from her lessons: 
THE MAXIM OF ORDER: Maintain order and discipline throughout 
the lesson. 

The teacher was a Chinese woman with eight years of teaching experience 
who was teaching a secondary four (10th grade) class. Her class was 
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regarded as one of the best in the school because of the students’ academic 

results and their well-disciplined behavior. She conducted her class in a 

somewhat formal “teacher-centered” manner and judged her lessons as 

effective according to whether they accomplished what was planned and 

achieved their learning outcomes. She saw her role as ensuring that the 

classroom was a place where students could learn in a well-disciplined 
manner. Tsui attributes much of the teacher’s approach to her cultural and 

educational background: ; 

May Ling had been brought up in the Chinese culture, which valued 

subservience to authority and emphasized observation of protocol. She had 

been educated in a system that viewed teachers as people with knowledge and 

wisdom, and in a society that held teachers in great respect. In this culture, the 

teacher’s role was to impart knowledge, the students’ role was to receive 

knowledge, and the relationship between students and teachers was 

formal. ... 
May Ling observed the traditional classroom protocols as an accepted 

means of showing respect for the teacher. To her, the classroom is a place 

where students learn in a well-disciplined manner, and the teacher should be in 

control of herself, her students, and her subject. 

Despite her wish to encourage student participation in her classes, her 

students “seldom volunteered answers, and she sometimes had to call on 

someone and wait for a long time before a response was forthcoming.” (Tsui 

1995::357) 

Tsui compares this teacher with another teacher, whose students were 

of the same level and in the same school, but whose class was very dif- 

ferent from May Ling’s. For him, a different maxim was central in his 

approach to teaching: 

THE MAXIM OF ENCOURAGEMENT: Seek ways to encourage student 

learning. 

This teacher was a New Zealander with three years of teaching experi- 

ence, who attempted to break away from typical Hong Kong classroom 

practices in his class. 

Students did not have to stand up to greet him, and they did not have to raise 

their hands or stand up when they answered questions. The classroom 

atmosphere was very relaxed. The students were noisier in the sense that they 

volunteered answers from their seats, and there was a lot more laughter. 

George was quite happy to accept whatever contributions they made, whether 

they raised their hands or not. (Tsui 1995: 357) 

In comparison to the students in May Ling’s class, George’s students 

were much more confident and outspoken. When asking questions, he 

would give students time to discuss the question among themselves 

before answering, because he felt it made responding in front of the class 
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less threatening. He encouraged an informal relationship with his stu- 
dents. He felt he was not obliged to follow conventional seating arrange- 
ments with single rows, but did whatever he felt was necessary to pro- 
mote student-student interaction. Tsui attributes this teacher’s approach 
to teaching to his Western cultural background. 

George had been brought up in the Western culture and had gone through a 
Western education system, in which more emphasis was placed on the 
individual, most classrooms had done away with the traditional protocol, and 
the relationship between students and teachers was much less formal. These 
differences in cultural and educational backgrounds seemed to permeate the 
practical theories underlying the two teachers’ classroom practices. (Tsui 1995: 
359) 

These examples demonstrate that teachers possess rational orienta- 
tions toward teaching as well as personal beliefs about what constitutes 
good teaching, and these lead them to try to create specific conditions in 
their classrooms. These conditions reflect the teachers’ view of the role 
of the teacher and of the learners, their beliefs about the kind of class- 
room climate they think best supports learning, what they believe con- 
stitutes good methodology, and the quality of classroom interaction and 
language use they seek to achieve. The maxims that teachers develop 
reflect their personal and individual understanding of the “best” or 
“right” way to teach, and provide the source for much of the teacher’s 
interactive decisions throughout a lesson. 

Other maxims that teachers refer to in describing their teaching 
philosophies and that appear to account for inany of their preactive and 
interactive decisions include: 

THE MAXIM OF ACCURACY: Work for accurate student output. 

THE MAXIM OF EFFICIENCY: Make the most efficient use of class time. 

THE MAXIM OF CONFORMITY: Make sure your teaching follows the 
prescribed method. my 

THE MAXIM OF EMPOWERMENT: Give the learners control. 

K. M. Bailey (1996) studied the interactive decisions of teachers during 
lessons and the reasons they departed from their lesson plans, and iden- 
tified a number of principles underlying their decision making, including 
“serve the common good” and “teach to the moment” (see Chapter 6). 
Teachers presumably have a range of principles such as these that they 
employ, and in any particular lesson they choose the ones that seem most 
likely to help them create a successful lesson. Maxims that a teacher 
seeks to realize in a low-level class may be different from those the 
teacher feels are appropriate for an advanced class. The constraints of 
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the classroom, however, often restrict the choice of maxims, accounting 

for the fact that teachers sometimes do not “practice what they preach.” 

For example, Yim (1993) describes a study of second language teachers 

in Singapore, who in articulating their approach to teaching professed a 

clear preference for a communicative methodology in which the focus 

was on authentic, meaning-focused activities. But when observed in their 

classrooms, many of them made greater use of accuracy-focused activi- 

ties, since they felt these were necessary in order to prepare students for 

examinations. This problem was encountered by Julian, an experienced 

ESL teacher at the British Council in Hong Kong who is committed to a 

communicative approach to teaching and who sees his role as a facilita- 

tor who should create an optimum learning environment. In one of his 

observed lessons, however, this philosophy was less in evidence. It was 

more of a grammar-focused series of activities that culminated in a writ- 

ing task. When asked if this lesson reflected his beliefs in a communica- 

tive approach to teaching, he commented: 

“I don’t necessarily apply teaching principles all the time. My general principle 

is just to make things student-centered and communicative. The problem with 

this class is that I can’t always do that because people are very shy. So you 

can’t really make it student-centered because the students don’t say anything. 

You have to call everyone by their name which makes it a little bit more 

teacher-centered. It was communicative in a sense that they were writing 

together in groups rather than on their own. That’s why I got them around the 

table to emphasize they are not just working on their own.” 

Ulichny (1996) provides a detailed account of how a teacher renego- 

tiates during teaching by replacing one working principle with another. 

The teacher is an experienced ESL teacher of a college ESL reading class. 

Among the principles she sought to bring to her teaching was a belief in 

the need to help students see reading as the building of meaning from 

texts (rather than focusing on linguistic forms), to create lessons that 

were at an appropriate level of difficulty but not discouraging to stu- 

dents, and to provide lessons where students were actively engaged in 

reading rather than directed by the teacher. In a segment of a lesson 

Ulichny describes in detail, the teacher has assigned students to read a 

chapter from a sociology text. She has given the class a simplified lecture 

that restates some of the main points that they have read and the stu- 

dents are asked to locate some these points in the text. As the lesson pro- 

ceeds according to the teacher’s first principle of “helping the students 

make meaning from the text,” she discovers that they have not under- 

stood the main points of her lecture. So she decides to adjust her planned 

lesson in order “to make the text and talk comprehensible to the stu- 

dents.” A different principle now comes into play, the principle of creat- 
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ing a lesson at an appropriate level of difficulty, which she does by cre- 
ating a scaffold, or propositional structure, of the text through questions 
and answers with the students. Gradually the teacher takes on more of 
the tasks she had originally planned for the students to do. 

Her first recourse in the face of difficulty is to simplify the level of the task and 
to provide the class with more guidance to complete it. But when these 
techniques fail, she pushes them forward onto the next question by completing 
the task herself. (Ulichny 1996: 191) 

Ulichny’s study demonstrates the interaction of different beliefs and 
principles during teaching as the teacher unconsciously weighs one fac- 
tor against another. 

Teachers’ maxims thus can be viewed as outcomes of their evolving 
theories of teaching. They are personal working principles that reflect 
individual philosophies of teaching and are developed from experience 
of teaching and learning, from teacher education experiences, and from 
teachers’ own personal beliefs and value systems. Maxims are more spe- 
cific and practical than the “images” that have been described by 
researchers such as Clandinin (1985) and Johnston (1992). They can be 
regarded as images that have been transformed into models for practical 
action. The development of personal working principles, or maxims, can 
be viewed as an important goal in teacher development. 

At the initial stages of teacher development, what Shulman (1987) 
terms “instructional skills” are a central component of the teacher’s 
expertise (see Chapter 1). Instructional skills refer to strategies for orga- 
nizing and presenting content and for the effective management of teach- 
ing and learning in the classroom. Developing skill in these aspects of 
teaching involves the mastery of routines and procedures that teachers 
can call upon in order to move successfully through the agenda of a les- 
son (Berliner 1987). Moving to the next level involves the development 
of a personal theory of teaching, one containing a coherent set of beliefs, 
values, and principles that provide an orientation to teaching and a 
framework for practice. Elbaz (1981) refers to this growth from use of 
procedures to the employment of principles by distinguishing between 
“rules of practice” and “principles of practice,” the latter corresponding 
to the notion of teaching maxims presented here. 

According to Elbaz, rules of practice are brief, clearly formulated statements 
prescribing how to behave in frequently encountered teaching situations. 
Implementation of a rule of practice is a simple matter of recognizing a 
situation and remembering the rule. In contrast a principle of practice is a 
more general construct than a rule of practice, derived from personal 
experience, and embodying purpose in a deliberate and reflective way, which 
can be drawn upon to guide a teacher’s actions and explain the reasons for 
those actions. (Clark and Peterson 1986: 290) 
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Implications for teacher education 

The view presented here offers a perspective on teacher development that 

has some useful implications for teacher education. The focus on sub- 

jective accounts of the principles underlying classroom practice offers an 

important perspective on what teaching is and how people acquire the 

capacity to teach, particularly since beliefs and principles serve as a filter 

through which new information and experience is interpreted. If teach- 

ers are guided in their teaching and in learning to teach both by personal 

maxims as well as by general instructional considerations, the nature, 

status, and use of such maxims clearly deserve recognition in teacher 

education programs. Teachers’ beliefs about the principles underlying 

successful teaching form part of the knowledge base student teachers 

bring to SLTE programs. Hence they are a key element in determining 

how student teachers respond to training experiences. Almarza (1996: 

59) emphasizes the importance of recognizing the nature and role of 

teachers’ beliefs: 

Although their ideas might not have been put forward in academic discourse, 

they may serve as a basis on which to make the connections between theory 

and practice which are crucial in their professional development. Yet we won't 

be able to establish what kind of contribution teacher education courses make 

to student teachers’ development and how they contribute to student teachers’ 

education if we do not know what was already there and how this old 

knowledge relates to practice. 

Teachers’ implicit theories provide a useful perspective for student 

teachers to examine in the course of their professional preparation, as 

they explore both their own thinking-in-action as well as that of others. 

The making explicit of beliefs, principles, and values can be an ongoing 

focus of teacher development programs, since as Clandinin and others 

have demonstrated, teachers’ images and perspectives often have a pow- 

erful and lasting influence on their thinking and practice, and may also 

create resistance to alternative modes of thought and action. Identifying 

the maxims that teachers and student teachers use to guide their teach- 

ing can be achieved in a variety of ways, including narratives, journal 

writing, discussion, and other forms of critical reflection. Prior to a les- 

son, teachers can articulate the principles they hope to apply during the 

lesson. Following the lesson they can then review to see in what ways the 

lesson reflected their principles. K. M. Bailey (1996) suggests that stu- 

dent teachers discuss ways in which their lessons departed from their les- 

son plans, and in the process identify the principles that accounted for 

such departures: “Preservice teachers can learn by discussing these issues 

with one another and with more experienced cooperating teachers after 

their own lessons, or by examining videotapes or transcripts of lessons 
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taught by other teachers” (p. 37). Once identified, student teachers’ max- 
ims can serve as one source of information that can help them interpret 
and evaluate their own teaching, as well as the teaching of others. 

However, as with images of teaching, it is not the case that teachers’ 
maxims should go unchallenged (see Calderhead and Robson 1991; 
Johnston 1992). A supervisor may conclude that a teacher is teaching 
with an inappropriate maxim, for example, or that a maxim is being 
overused to the detriment of student learning. While a supervisor may 
not agree that the maxims a teacher follows represent an appropriate 
way of teaching, recognizing them and examining their role in shaping 
thoughts and actions can be a useful step in facilitating the student 
teacher’s future professional growth. 
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4 Teacher beliefs and decision making 

Conceptualizations of the nature of teaching determine the way the 
process of teacher education is approached. As was illustrated in Chap- 
ter 2, if teaching is viewed as a science, scientific investigation and empir- 
ical research are seen as the source of valid principles of teaching. Good 
teaching involves the application of research findings, and the teacher’s 
role is to put research-based principles into practice. Alternatively, teach- 
ing may be viewed as accumulated craft knowledge, and the study of the 
practices of expert practitioners of their craft may be seen as the primary 
data for a theory of teaching. In recent years, an alternative metaphor 
has emerged within the field of teacher education and is now making its 
way into SLTE. This is the notion of teaching as a thinking activity, 
which has been characterized as “a common concern with the ways in 
which knowledge is actively acquired and used by teachers and the cir- 
cumstances that affect its acquisition and employment” (Calderhead 
1987: 5). Calderhead points out that interest in teachers’ thinking was a 
response to dissatisfaction with behaviorist approaches to the study of 
teaching in the 1970s: 

Ideologically, viewing teachers as active agents in the development of their 
own practice, as decision-makers using their specialist knowledge to guide 
their actions in particular situations, underlined the autonomous, responsible 
aspects of teachers’ work, and provided an appealing rationale for considering 
teaching as a worthy, complex, demanding profession, especially when 
contrasted with the previously dominant view of teaching as the mastering 
of a series of effective teaching behaviours. (Calderhead 1987: 5) 

The teacher-as-thinker metaphor captures the focus on how teachers 
conceptualize their work and the kinds of thinking and decision making 

that underlie their practice. Rather than viewing the development of 

teaching skill as the mastery of general principles and theories that have 

been determined by others, the acquisition of teaching expertise is seen 

to be a process that involves the teacher in actively constructing a per- 

sonal and workable theory of teaching. Burns comments: 

Interest in the relationships between classroom behavior and teacher thinking 

and decision-making is partly the result of an acknowledgement that the 

enactment of the curriculum is not the linear “ends-means” process of 

discrete sequential stages, suggested by earlier curriculum theorists. Rather, 
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it is grounded in personally evolved theories or sets of beliefs about teaching 
and learning. (1992: 57) 

This orientation to teaching is the focus of this chapter, which seeks to 
clarify the concept of teaching as a thinking process, to describe research 
on second language teachers that has been carried out from this per- 
spective, and to examine implications for the field of SLTE. 

Any attempt to characterize the thinking processes underlying a pro- 
cess as complex and multifaceted as teaching is fraught with difficulties. 
Fortunately, several scholars have tried to tease apart some of the issues 
that are involved (e.g., Calderhead 1987; Clark and Peterson 1986; 
Clark and Yinger 1979) and reveal something of what Clark and Peter- 
son refer to as the “cognitive psychology” of teaching. In their survey of 
teachers’ thought processes, Clark and Peterson (1986) identify three 
major categories of teachers’ thought processes: (a) teachers’ theories 
and beliefs; (b) teachers’ planning or preactive decision making; and (c) 
teachers’ interactive thoughts and decisions. This chapter focuses on 
teachers’ theories and beliefs and their interactive thinking. (Preactive 
decision making is the focus of Chapter 5.) While research on teachers’ 
theories and beliefs tries to identify the psychological contexts underly- 
ing teacher thinking and decision making, research on teachers’ preac- 
tive and interactive thinking seeks to identify the thinking and decision 
making employed by teachers before and during teaching. In studying 
the knowledge and cognitive skills used by teachers, a variety of differ- 
ent research approaches has been employed, including questionnaires, 
interviews, think-aloud procedures (in which teachers verbalize their 
thoughts while engaged in tasks such as lesson planning), planning tasks, 
stimulated recall (in which teachers examine a videotape or audiotape of 
a lesson and try to recall their thought processes or decisions at different 
points in the lesson), as well as written accounts of teaching, such as case 
studies, journals, and narratives. While data obtained from such sources 
provide only indirect evidence of teachers’ thought processes during 
teaching, they can serve to broaden owr understanding of the role of 
beliefs and decision making in teaching. 

The nature of teachers’ belief systems 

A primary source of teachers’ classroom practices is belief systems — the 
information, attitudes, values, expectations, theories, and assumptions 
about teaching and learning that teachers build up over time and bring 
with them to the classroom. Shavelson and Stern (1981) suggest that 
what teachers do is governed by what they think, and that teachers’ the- 
ories and beliefs serve as a filter through which a host of instructional 
judgments and decisions are made (see Chapter 1). Teacher beliefs form 
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a structured set of principles that are derived from experience, school 

practice, personality, education theory, reading, and other sources. Cum- 

mings points out: 

The kinds of practical knowledge which teachers use in teaching, appear 

to exist largely in very personalized terms, based on unique experiences, 

individual conceptions, and their interactions with local contexts. It tends 

to have a personal significance which differs from prescribed models of 

educational theory. (1989: 46-7) 

For example, in a questionnaire study of the beliefs of English teachers in 

Hong Kong schools, Richards, Tung, and Ng (1992) found that the 249 

teachers sampled held a relatively consistent set of beliefs relating to such 

issues as the nature of the ESL curriculum in Hong Kong, the role of 

English in society, differences between English and Chinese, the relevance 

of theory to practice, the role of textbooks, and their own role in the class- 

room. In comparing English and Chinese, most of the teachers felt that 

English has more grammar rules than Chinese; most disagreed that Eng- 

lish has a larger vocabulary or more colloquial expressions or more flex- 

ibility in communication than Chinese. When asked what they thought 

was the best way to learn a language, they said that learners should expose 

themselves to the language as far as possible, interact with native speak- 

ers, and read books in English. They did not believe that either studying 

the rules of the language or repeating and memorizing chunks of language 

was helpful. Compared with the experienced and trained teachers, inex- 

perienced and untrained teachers were more likely to think that gram- 

matical theories of language are useful to language teaching, and believe 

more strongly in the value of requiring students to memorize dialogues. 

The teaching methods they thought most useful were identified as a gram- 

mar-based approach, a functional approach, and a situational approach. 

Differences in their beliefs, however, resulted from the amount of teach- 

ing experience they had and whether they subscribed to a primarily func- 

tional or grammar-based orientation to teaching. 

Burns (1992) investigated the beliefs of six ESL teachers and identified 

a core of underlying beliefs that appeared to influence their approach to 

language teaching and their instructional practices. These beliefs related 

to: 

— the nature of language as it relates to beginning language learning 

~ the relationship between written and spoken language in beginning 

language learning 
— the nature of beginning language learning and the strategies relevant 

to language learning at this stage 

~ jearners, their ability to learn, and their ability to learn English 

— the nature of the language classroom and the teacher’s role within it 
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Of the latter belief, Burns comments: 

Th e establishment of positive and non-threatening classroom “dynamics” 
was considered to be a crucial element of the language classroom. Teachers 
saw themselves as having a central role and responsibility in facilitating 
good relationships among students and between themselves and their 
students. This represents “the mirror image” of the concern with affective 
learning factors and is viewed as an essential contribution to such things as 
bu 
les 

ilding confidence, making learners feel “comfortable” and “at ease,” 
sening their passivity and helping them to relate positively to each other. 

(1992: 62) 

Te achers’ beliefs may differ significantly from those of their learners, 
leading to misperceptions about various dimensions of teaching. Brind- 
ley (1984) points out that beliefs held by many Western language teach- 
ers can be stated as: 

Learning consists of acquiring organizing principles through encoun- 
tering experience. 
The teacher is a resource person who provides language input for the 
learner to work on. 
Language data is to be found everywhere — in the community and in 
the media as well as in textbooks. 
It is the role of the teacher to assist learners to become self-directed by 
providing access to language data through such activities as active lis- 
tening, role play and interaction with native speakers. 
For learners, learning a language consists of forming hypotheses about 
the language input to which they will be exposed, these hypotheses 
being constantly modified in the direction of the target model. 

(1984: 97) 

Learners’ beliefs, however, particularly if they come from an Asian cul- 
tural background, are more likely to be these: 
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Learning consists of acquiring a body of knowledge. 
The teacher has this knowledge and the learner does not. 
It is the role of the teacher to impart this knowledge to the learner 
through such activities as explanation, writing and example. 
The learner will be given a program in advance. 
Learning a language consists of learning the structural rules of the lan- 
guage and the vocabulary through such activities as memorisation 
reading and writing. 

> 

(Brindley 1984: 97) 
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Here there is a clear basis for a conflict between the teachers’ and the learn- 
ers’ views about the nature and value of teaching and learning activities. 

A number of studies have sought to investigate the extent to which 
teachers’ theoretical beliefs influence their classroom practices. K. E. 
Johnson (1991), in a study of this kind, used three measures to identify 
ESL teachers’ beliefs: a descriptive account of what teachers believe con- 
stitutes an ideal ESL classroom context, a lesson plan analysis task, and 
a beliefs inventory. In the sample of teachers studied, she identified three 
different methodological positions: a skills-based approach, which views 
language as consisting of four discrete language skills; a rules-based 
approach, which views language as a process of rule-governed creativity; 
and a function-based approach, which focuses on the use of authentic lan- 
guage within situational contexts and seeks to provide opportunities for 
functional and communicative language use in the classroom. The major- 
ity of the teachers in the sample held clearly defined beliefs that consis- 
tently reflected one of these three methodological approaches. Teachers 
representing each theoretical orientation were then observed while teach- 
ing, and the majority of their lessons were found to be consistent with 
their theoretical orientation. A teacher who expressed a skill-based theo- 
retical orientation generally presented lessons in which the focus was pri- 
marily on skill acquisition. A teacher with the rule-based orientation 
tended to employ more activities and exercises that served to reinforce 
knowledge of grammatical structures. She constantly referred to gram- 
mar even during reading and writing activities, for example, by asking 
students to identify a key grammatical structure and to explain the rule 
that governed its use. The function-based teachers, on the other hand, 
selected activities that typically involved the learners’ personal expres- 
sion, teaching word meaning and usage through a meaningful context, 
choosing reading activities that focused on the concepts or ideas within 
the text, and using context-rich writing activities that encouraged stu- 
dents to express their ideas without attention to grammatical correctness. 

In exploring the relationship between teachers’ beliefs and classroom 
practices, Woods (1991) carried out a longitudinal study of two teachers 
with different theoretical orientations who taught the same ESL course in 
a Canadian university (see Chapter 3). According to Woods, one teacher 

had a “curriculum-based” view of teaching and the other a “student- 

based” view. A curriculum-based view of teaching implies that decisions 

related to the implementation of classroom activities are based primarily 

on what is preplanned according to the curriculum. Student-based teach- 

ing, on the other hand, implies that decisions are based primarily on fac- 

tors related to the particular group of students in the classroom at that 

particular moment. Woods found that for each teacher there was strong 
evidence that: 

69 



Perspectives on teacher thinking 

1. The decisions made in planning and carrying out the course were 
internally consistent, and consistent with deeper underlying assump- 
tions and beliefs about language, learning and teaching; yet 

2. Each teacher’s decisions and beliefs differed dramatically from the 
other along a number of specifiable dimensions. 

(Woods 1991: 4) 

For example, the teacher with the “curricular” view of teaching ex- 
plained her goals and evaluated her teaching in terms of planned curric- 
ular content. Although she often mentioned the students in talking about 
her lessons, they were not typically for her a starting point in making 
instructional decisions. She tended to evaluate her teaching in terms of 
how successfully she had accomplished what she had set out to do accord- 
ing to the curriculum. When there was a choice between following up 
something that developed in the course of a lesson as opposed to keeping 
to her plan, she invariably followed her plan. The second teacher, on the 
other hand, was guided much more by student responses. He was much 
more prepared to modify and reinterpret the curriculum based on what 
the students wanted. 

Smith (1996), in another Canadian study of ESL teachers in postsec- 
ondary ESL classes, found that teachers’ instructional decisions were 
highly consistent with expressed beliefs, and that personal belief systems 
influenced how teachers ranked their institution’s explicit course objec- 
tives for the courses they were assigned to teach. Among teachers teach- 
ing the same course, those with a structured grammar-based view of lan- 
guage selected different goals from teachers holding a functionally based 
view of language. 

In each of the studies described here, the teachers were relatively free 
to put their beliefs into practice. However, there are also well-docu- 
mented accounts of situations where there is not a high degree of corre- 
spondence between teachers’ expressed beliefs and their classroom prac- 
tices. Duffy and Anderson (1986) studied eight reading teachers and 
found that only four of them consistently employed practices that 
directly reflected their beliefs. Factors cited as likely to prevent teachers 
from teaching according to their beliefs include the need to follow a pre- 
scribed curriculum, lack of suitable resources, and students’ ability lev- 
els. Hoffman and Kugle (1982) found no significant relationship be- 
tween teachers’ beliefs about reading and the kinds of verbal feedback 
they gave during reading lessons. Yim (1993) likewise found in studying 
ESL teachers in Singapore that while they were able to articulate beliefs 
about the role of grammar teaching from a communicative orientation, 
these beliefs were not evident in their classroom practices, which were 
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driven more by exam-based, structured grammar activities of a non- 
communicative kind. 

Teacher belief systems have also been studied in terms of how they 
influence the thinking and practice of novice teachers. The belief system 
of novice teachers as they enter the profession often serves as a lens 
through which they view both the content of the teacher development 
program and their language teaching experiences (see Chapter 1). For 

example, Almarza (1996) studied a group of four student teachers in a 

foreign language teacher education program in the United Kingdom, and 

examined how the relationship between their internalized models of 

teaching, often acquired informally through their experience as foreign 

language learners, interacted with the models they were introduced to in 

their teacher education program. The teachers responded quite differ- 

ently to the method they were being trained to use in their teacher edu- 

cation program — a modified direct method. One teacher welcomed the 

structure introduced by the method, because it provided her with a tool 

to manage her teaching and gave her confidence. She measured her own 

success in terms of how closely she was able to follow the method. For 

her, the method superseded any instinctive views she had about the 

nature of teaching: 

“Now having applied it [the method] with . . . both classes and private 

students, I can see why it’s been called the ‘miracle’ method! Even my least 

confident students have been speaking the language with good pronunciation 

and without making mistakes and I know they’ll never forget what they’ve 

learned. ... With this method they never hear an incorrect version — so, of 

course, they don’t make mistakes. 
The method was without question the decisive factor in my carrying out TP 

successfully. It gave me absolute confidence and it had a positive attitude on 

the pupils towards French or Spanish and towards me, as it allowed me, for 

the first time, to really achieve something in the language and feel that they 

had achieved something.” (quoted in Almarza 1996: 60) 

By contrast, others rejected the method because it conflicted with their 

own theories of teaching. One said she could not believe in a methodol- 

ogy that did not consider the learner as the center of the learning process. 

“I feel first that it is not respecting the students’ intelligence, in a way. Students 

may not have the word in the foreign language for a book or a chair, but they 

know very well that it is a book and a chair and to have to spend 10 minutes 

arguing or not arguing, but deciding that this is a book and this is a chair, 

seems to insult the students. . . . The students may not be very motivated by 

that kind of presentation. ... Why should the student want to learn, I mean, 

to learn those items in the first place? . . . | am just wondering to what extent, 

where is the balance on that scale, where can you sort of exert your knowledge 

as a teacher in order to choose the right kind of input, to guide the students to 
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look into, let’s say, certain texts, or certain whatever, but at the same time 
keeping up motivation in the student.” (quoted in Almarza 1996: 60) 

Almarza’s study shows that while a teacher education program might be 
built around a well-articulated model of teaching, the model is inter- 
preted in different ways by individual trainee teachers as they decon- 
struct it in the light of their teaching experiences and reconstruct it draw- 
ing on their own beliefs and assumptions about themselves, language, 
teaching learners, and learning. 

The ways in which teachers’ personal theories influence their percep- 
tion and evaluation of their own teaching was further illustrated in a 
study of a group of novice teachers completing an introductory teacher 
preparation program in Hong Kong, the UCLES/RSA Certificate in 
TEFLA (Richards, Ho, and Giblin 1996). One of the issues that was 
studied was the theories of teaching held by each of the teachers in the 
program. Data were provided by written reports of their planning, class- 
room observations, interactive and evaluation decisions, as well record- 
ings of discussions with their supervisors. The individual differences in 
the way the five of them planned, monitored, and described their own 
teaching suggested different ways in which they conceptualized teaching. 
These differences can be summarized in the following way. 

A teacher-centered perspective sees the key features of a lesson pri- 
marily in terms of teacher factors, such as classroom management, 
teacher’s explanations, teacher’s questioning skills, teacher’s presence, 
voice quality, manner, and so on. In this view, a lesson is a performance 
by the teacher. A different view of a lesson, which can be termed the cur- 
riculum-centered perspective, sees a lesson in terms of a segment of 
instruction. Relevant focuses include lesson goals, structuring, transi- 
tions, materials, task types, and content flow and development. A third 
perspective on a lesson can be called the learner-centered perspective. 
This views the lesson in terms of its effect on learners and refers to such 
factors as student participation, interest, and learning outcomes. These 
different perspectives on a lesson are summarized in Table 4.1. 

Any lesson can be conceptualized in terms of any or all of these per- 
spectives. In the study, although each of,the teachers (Teachers A, B, C, 
D, and E) referred to all three aspects of lessons in describing their teach- 
ing, Teacher A’s focus of awareness was more consistently on teacher fac- 
tors than other dimensions of her lessons. Teacher B included all three 
perspectives in her discussions of her lessons and moved throughout 
from one perspective to another, though the role of the teacher was a 
recurring focus. For Teacher C, the learner perspective had priority. For 
Teachers D and E, lessons were discussed more frequently from the 
teacher’s point of view and in terms of the design of the lesson. In dis- 
cussing each other’s teaching in group sessions, these different perspec- 

yo 



Teacher beliefs and decision making 

TABLE 4.1. DIFFERENT PERSPECTIVES ON A LESSON 

Teacher-centered focus The teacher is the primary focus; factors 
include the teacher’s role, classroom 
management skills, questioning skills, 
presence, voice quality, manner, and quality 
of the teacher’s explanations and 
instructions. 

Curriculum-centered focus The lesson as an instructional unit is the 
primary focus; factors include lesson goals, 
opening, structuring, task types, flow, and 
development and pacing. 

Learner-centered focus The learners are the primary focus; factors 
include the extent to which the lesson 
engaged them, participation patterns, and 
extent of language use. 

tives often emerged. For example, Teacher B, commenting on one of A’s 
lessons, described it from the “curriculum” perspective: 

“You did a good job on building it up, starting with revision. You didn’t waste 
any time on setting up the lesson. It flowed through beautifully.” 

Teacher A herself, however, commented on her lesson from the teacher’s 
perspective: 

“I thought the lesson deteriorated as it got to the end. I wasn’t happy with the 
drilling. I didn’t give myself enough time to do it properly.” 

Teacher C commented on the same lesson from the learners’ perspective: 

“T liked the way your lesson went at the end. The students were being 

expressive. They put feeling into it.” 

The differences in the individual teachers’ views of a successful lesson 

can be seen by listing the three different perspectives according to the pri- 

ority of each teacher (Table 4.2). 

Interactive decision making 

While teachers’ belief systems shape the way teachers understand teach- 

ing and the priorities they accord to different dimensions of teaching, the 

thinking that teachers employ during the teaching process itself is also 

crucial to our understanding of the nature of teaching skills. In classic 

articles on educational research, Clark and Yinger (1979), Shavelson and 
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TABLE 4.2. PRIORITIES FOR EACH TEACHER ACCORDING TO THEIR PRIMARY 

FOCUS OF CONCERN 

1 (highest priority) = 3 (lowest priority) 

Teacher A teacher curriculum learners 

Teacher B teacher and learners curriculum 
Teacher C learners curriculum teacher 

Teacher D curriculum . teacher learners 
Teacher E teacher curriculum learners 

Stern (1981), and Clark and Peterson (1986) identified interactive deci- 
sion making (decisions teachers make while teaching) as constituting a 
key dimension of teachers’ thought processes. According to their model 
of teacher decision-making processes, teaching is a type of improvisa- 
tional performance. During the process of teaching, the teacher fills out 
and adapts the lesson outline based on how the students respond to the 
lesson. While the teacher’s planning decisions provide a framework for 
approaching a lesson, in the course of teaching the lesson that frame- 
work may be substantially revised as the teacher responds to students’ 
understanding and participation and redirects the lesson in midstream 
(see Chapter 6). 
How does this reshaping and redirection come about? Shavelson and 

Stern (1981) introduced the metaphor of “routines” to describe how 
teachers manage many of the moment-to-moment processes of teaching. 
Teachers monitor instruction by looking for cues that the students are 
following the lesson satisfactorily. They teach using well-established rou- 
tines. Berliner has commented on “the enormously important role 
played by mental scripts and behavioral routines in the performance of 
expert teachers” (1987: 72): 

These routines are the shared, scripted, virtually automated pieces of action 
that constitute so much of our daily lives fas teachers]. In classrooms, routines 
often allow students and teachers to devote their attention to other, perhaps 
more important matters inherent in the lesson. In [a study] of how an opening 
homework review is conducted, an expert teacher was found to be brief, 
taking about one-third less time than a novice. She was able to pick up 
information about attendance, and about who did or did not do the 
homework, and identified who was going to get help in the subsequent lesson. 
She was able to get all the homework corrected, and elicited mostly correct 
answers throughout the activity. And she did so at a brisk pace and without 
ever losing control of the lesson. Routines were used to record attendance, to 
handle choral responding during the homework checks, and for hand raising 
to get attention. The expert used clear signals to start and finish lesson 
segments. Interviews with the expert revealed how the goals for the lesson, the 
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time constraints, and the curriculum itself were blended to direct the activity. 
The expert appeared to have a script in mind throughout the lesson, and she 
followed that script very closely. 

Novice teachers, by comparison, lack a repertoire of routines and 
scripts; creating them and mastering their use occupies a major portion 
of their time during teaching (Fogerty, Wang, and Creek 1983). In the 
study of teachers completing the RSA Certificate program discussed ear- 
lier, for example, a recurring concern of the teachers was the use of such 
basic techniques as eliciting, drilling, checking concepts (i.e., checking 
that students understood new teaching points), monitoring (i.e., attend- 
ing to student performance and giving feedback on errors), and how to 
use the overhead projector and the white board. Discussion of how to 

carry out these procedures effectively occupied a substantial portion of 
time in group feedback sessions with their tutors. 

This is in line with findings of a body of research on differences 

between the knowledge, thinking, and actions of experts and novices. 

Experts and novices have been found to differ in the way they under- 

stand and represent problems and in the strategies they choose to solve 

them (Livingston and Borko 1989). Novices have less fully developed 

schemata. In this context, schemata are described as abstract knowledge 

structures that summarize information about many particular cases and 

the relationships among them (Anderson 1984). Studies of expert teach- 

ers have shown that they are able to move through the agendas of a les- 

son in a cohesive and flexible way, compared to the more fragmented 

efforts of novice teachers: 

The cognitive schemata of experts typically are more elaborate, more 

complex, more interconnected, and more easily accessible than those of 

novices. Therefore expert teachers have larger, better-integrated stores of 

facts, principles, and experiences to draw upon as they engage in planning, 

interactive teaching, and reflection. .. . 
In the lessons we observed, the success of the experts’ improvisation 

seemed to depend upon their ability to provide examples quickly and to 

draw connections between students’ comments or questions and the lesson’s 

objectives. In terms of cognitive structure, successful improvisational teaching 

requires that the teacher have an extensive network of interconnected, easily 

accessible schemata and be able to select particular strategies, routines, and 

information from these schemata during actual teaching and learning 

interactions based on specific classroom occurrences. (Livingston and Borko 

1989: 36) 

Experienced teachers hence have well-developed mental representations 

of typical students, of typical tasks, and of expected problems and solu- 

tions. As Calderhead (1987) points out, experienced teachers 
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seemed to know the kinds of home backgrounds of students, they knew what 
to expect in the way of knowledge and skills in their classrooms, they had an 
image of the likely number of students who would need help, they had an 
image of the types of behaviors and discipline problems that could be 
expected. They knew what the students might possess in the way of previous 
experience, skills, and knowledge. . . . This kind of pedagogical knowledge is 
learned from thousands of hours of instruction, and tens of thousands of 
interactions with students. It is knowledge that influences classroom 
organization and management and is the basis for intercepting the curriculum. 
(quoted in Berliner 1987: 64) 

Decision-making models of teaching propose that when problems 
arise in teaching, a teacher may call up an alternative routine or react 
interactively to the situation, redirecting the lesson based on his or her 
understanding of the nature of the problem and how best to address it. 
Teachers’ overriding concern, according to Shavelson and Stern (1981), 
is to maintain the flow of the lesson, and the use of routines during inter- 
active teaching enables activity flow to be maintained. This process has 
begun to be examined in the context of second language teaching. 
Nunan (1992) studied the interactive decisions of nine ESL teachers in 

Australia by examining with teachers a transcription of a lesson they had 
taught and discussing it with each teacher. He found that the majority of 
the interactive decisions made by the teachers related to classroom man- 
agement and organization, but also that the teachers’ prior planning 
decisions provided a structure and framework for the teachers’ interac- 
tive decisions. K. E. Johnson (1992b) studied six preservice ESL teach- 
ers, using videotaped recordings of lessons they taught and stimulated 
recall reports of the instructional decisions and prior knowledge that 
influenced their teaching. Johnson found that teachers most frequently 
recalled making interactive decisions in order to promote student under- 
standing (37% of all interactive decisions made) or to promote student 
motivation and involvement (17%). Reasons for other interactive deci- 
sions reported are shown in Table 4.3. Johnson comments: 

These findings confirm previously held characterisations of pre-service 
teachers’ instructional decisions as being strongly influenced by student 
behaviour. In addition these findings support the notion that pre-service 
teachers rely on a limited number of instructional routines and are 
overwhelmingly concerned with inappropriate student responses and 
maintaining the flow of instructional activity. (K. E. Johnson 1992b: 129) 

Ulichny (1996) describes a case study of an ESL teacher presenting a 
classroom activity to an ESL class, using a detailed microanalysis of the 
discourse of the event together with the teacher’s own reflections and 
interpretations of the classroom talk. The teacher in Ulichny’s study was 
an ESL teacher in an American university ESL program, and the teach- 
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TABLE 4.3 TEACHER’S REASONS FOR INTERACTIVE DECISIONS 

Percentage of all 
Reason for decision decisions made 

Student understanding 37 
Student motivation and involvement Wy 
Instructional management 15 
Curriculum integration 9 
Subject matter content 
Students’ language skill and ability 8 
Students’ affective needs 6 

Source: K. E. Johnson (1992b: 127). 

ing moment she examines was an ESL reading class for incoming stu- 
dents. The teacher had a well-developed schema for teaching a reading 
lesson in this situation. The course was content based and included a 
close reading of a chapter from a sociology textbook. The teacher 
planned to lead the students through the chapter, section by section, 
helping them grasp the meaning of the text. She assigned part of the 
chapter to be read for homework. Ulichny notes: “She has given them a 
simplified lecture that restated the five main points about why, according 
to the book, nuclear families are more functional in industrialized soci- 
eties, and she is planning to have the students locate those five points in 
the words of the author in the text” (1996: 11). However, once the 
teacher began her lesson, she discovered that the students’ comprehen- 
sion of her lecture was unclear, and she could not elicit the ideas she was 
looking for. Thus she rethought her plan and began trying to build up 
their comprehension of the points of her lecture. Ulichny traces the 
teacher’s thinking through a series of steps, which started with discover- 
ing a problem, assessing the problem, and then unsuccessfully attempt- 
ing to elicit what she was looking for from the students. Then she took 
over and did the work for the students, modeling and scaffolding the 
content of the text — a task she had originally planned for the students 
themselves to do. From her longitudinal analysis of the teacher’s evolu- 
tion of her teaching methodology through interaction with the students, 
Ulichny concludes: 

Teaching is a constant mediation between enacted planned activities and 
addressing students’ understandings, abilities and motivation to carry out the 
activity. How a teacher determines which activities to engage the class in, how 
she assesses the students’ participation in the task and what she determines are 
reasons and remedies for lack of adequate participation are the basic units of 
the teaching moment. The particular construction or sense-making of the 

moment is a product of an individual teacher’s past learning and teaching 

experiences, beliefs about teaching and learning — from both professional 
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training as well as folk wisdom gleaned from fellow teachers - and her 

particular personality. (1996: 178) 

Implications for SLTE practice 

The metaphor of the teacher as thinker provides a conceptual framework 

that offers a rich alternative to behaviorally oriented views of teaching 

and also provides a useful research agenda. As Freeman observes: 

It focuses research on the teacher and recognizes the central importance of 

his or her cognitive world. It also provides a methodologically accessible 

architecture which can lend itself to both qualitative and quantitative study. 

(Freeman and Richards 1996: 362) 

Freeman also points out the limitations inherent in this framework, 
which he ascribes to “the fixed nature of decision-making as an a priori 
construct, the lack of attention to the context of decision, and the poten- 
tial to overlook language as both the substance and the research vehicle 
of decision-making” (Freeman and Richards 1996: 362). Notwithstand- 
ing these limitations, the analysis of teaching as an activity that is 
grounded in the teacher’s belief systems and cognitive world offers sev- 
eral important implications for the practice of second language teacher 
education, and I would like to conclude by examining some of these 
implications as I understand them. 

Modeling the cognitive skills of expert teachers 

An important goal of preservice experiences for language teachers is to 
expose novice teachers to the thinking skills of expert teachers in order 
to help them develop the pedagogical reasoning skills they need when 
they begin teaching. While many current resource books in SLTE make 
extensive use of tasks that student teachers carry out at their own level 
of pedagogical expertise, the value of ‘these activities can be enhanced if 
they are followed by presentation of expert teachers’ solutions of the 
same tasks, together with the thinking that accompanied them. For 
example, in my methodology classes with preservice teachers, after 
assigning students a planning task, such as planning a reading lesson 
around a short text, feedback on their efforts includes not only peer and 
instructor responses to their lesson plans but a think-aloud “walk 
through” of the same planning task, during which I try to model the 
thinking that an experienced teacher would bring to the task. This strat- 
egy is also appropriate for cooperating teachers. 

To promote knowledge development in student teachers, we believe that co- 
operating teachers should be able and willing to explicate the routines and 
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strategies they use, provide systematic and constructive feedback, and engage 
with the student teacher in joint problem solving about pedagogical issues. 
They should also model pedagogical thinking to student teachers by 
demonstrating and then explaining how they transform subject matter into 
pedagogically powerful forms. By making their thinking explicit, they reveal 
the connection between their actions and their knowledge structures. 
(Livingston and Borko 1989: 40) 

Using case studies 

Case materials, including both written and videotaped cases, provide 
another rich vehicle for helping student teachers develop the capacity to 
analyze situations, to explore how teachers in different settings arrive at 
lesson goals and teaching strategies, and to understand how expert 
teachers draw on pedagogical schemas and routines in the process of 
teaching. In 1986, the report by the Carnegie Task Force on Teaching as 
a Profession, A Nation Prepared: Teachers for the 21st Century, pro- 
posed the use of teacher cases in teacher education, recommending that 
“teaching cases illustrating a variety of teaching problems should be 
developed as a focus of instruction” (1986: 76). Case accounts allow 
access not only to the problems teachers encounter but the principles 
they bring to bear on their resolution. Information revealed in teachers’ 
case accounts reminds us that teacher education is concerned with far 
more than preparing teachers in the use of instructional strategies, mate- 
rials, and methods: It must focus on the beliefs and thinking that teach- 
ers employ as the basis for their teaching, how they frame and prob- 
lematize issues, and the ways in which they draw on experience, beliefs, 
and pedagogical reasoning skills in teaching. Case-based approaches are 
widely used in other professions, such as business, law, and medicine, 
but have only recently begun to be used more generally in teacher edu- 
cation (Shulman 1992). Case reports can reveal ways of thinking about 
a significant teaching incident, and when accompanied by “deconstruc- 
tion” through questioning and critical interpretation, can help reveal 
how the teachers’ beliefs, knowledge, personality, and pedagogical rea- 
soning shapes a particular event. 
A number of advantages have been suggested for using case studies in 

this way in teacher education (Kleinfeld 1992): 

1. Students are provided with vicarious teaching problems that present 
real issues in context. 

2. Students can learn how to identify issues and frame problems. 
3. Cases can be used to model the processes of analysis and inquiry in 

teaching. 
4. Students can acquire an enlarged repertoire and understanding of 

educational strategies. 
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5. Cases help stimulate the habit of reflective inquiry. 

The building up of a collection of case reports that can be effectively used 
in this way is invaluable for use in SLTE programs. Examples of two case 
studies from a collection developed for use in SLTE (Richards, in press) 
is given in the Appendix. These consist of three parts—the context in 
which the teacher works, the problem that occurred, and the strategy or 
solution the teacher put in place to address it. 

Providing focused field experiences 

The inclusion of goals related to the cognitive and interpretative domain 
of teaching also suggests a different focus for field experiences such as 
practice teaching and classroom observation. In practice teaching, for 
example, providing student teachers with multiple opportunities to teach 
the same content enables them to develop their schematic knowledge of 
teaching and to appreciate the effect of context on their understanding 
of teaching incidents. 

The opportunity to repeat and fine-tune instructional strategies and 
explanations increases the likelihood that novices will incorporate these 
elements into their cognitive schemata. Similarly, critically analyzing 
performance and revising it for another session helps novices to elaborate and 
connect existing knowledge structures. This revision process contributes to the 
development of pedagogical content knowledge and pedagogical reasoning 
skills. (Livingston and Borko 1989: 40) 

Such experiences can also be linked with the preparation of case reports 
for use as part of the on-campus program. 
A focus on interactive decision making also provides a rationale for a 

different focus to classroom observation. During observations, student 
teachers can be engaged in watching how an experienced teacher uses 
routines and scripts in teaching and how the teacher’s improvisational 
performance helps resolve problems ‘that occur during a lesson. Such 
activities can help novice teachers understand the interpretative nature 
of teaching and realize the conceptual basis for such interpretation. 

Conclusion 

While a focus on cognitive processes is not new in applied linguistics and 
TESOL, as seen in a growing literature on learning strategies and the cog- 
nitive processes employed by second language writers and readers, inter- 
est in the cognitive processes employed by second language teachers is 
more recent. At present, the conceptual framework for such research has 
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been borrowed wholesale from parallel research in general education, 
and only recently have attempts been made to incorporate a language or 
discourse orientation into that framework (see Freeman 1996b). The cog- 
nitive analysis of second language teaching is, however, central to our 
understanding both of how teachers teach as well as how novice teachers 
develop teaching expertise. There is an important message in this 
research, which can be expressed (with slight overstatement) in the fol- 
lowing way: “There is no such thing as good teaching. There are only 
good teachers.” 

In other words, teaching is realized only in teachers; it has no inde- 
pendent existence. Teacher education is hence less involved with trans- 
mitting models of effective practice and more concerned with providing 
experiences that facilitate the development of cognitive and interpreta- 
tive skills, which are used uniquely by every teacher. 

Appendix: Examples of teacher case studies* 

Dealing with Different Learning Styles by Al Bond 

CONTEXT 

The EAP program (English for Academic Purposes) in which I teach is located 
at a large urban university in the heart of a thriving city in the southeastern 
United States. As in many larger cities in the U.S., there is an ever-growing 
international population, including a large number of students interested in 
studying at American universities. My class was an academic writing class, 
designed as the first in a series of 3 writing courses in a full reading, writing, 
grammar, and oral skills program preparing EAP students for university work 
here, or at whichever university they might decide to attend. Students entering 
this program test into levels 1 through 5 in each area and then work their way 
up. The writing classes here start at level 3, because at levels 1 and 2 the 
writing and grammar classes are combined. After level 5, the students can 
enter normal university classes: 

I had lived abroad for 13 years and done a lot of English tutoring and 
language learning of my own, but this was my first teaching experience in 
which I had a full class of students. My writing class met each Tuesday and 
Thursday from 7:45 to 10:00 for a total of 19 class meetings during that 
quarter. The class had 15 members, of which 7 were women. There were 4 
Vietnamese, 3 Russian, 2 Chinese, 2 South American, 2 African, 1 Indian, and 

*The case studies in this Appendix are from “Using Authentic Materials in China,” by 

Rodney Jones and from “Dealing with Different Learning Styles,” by Al Bond. Both stud- 

ies are in Teaching in Action: Case Studies from Second Language Classrooms (forth- 

coming). Copyright 1997 by Teachers of English to Speakers of Other Languages, Inc. 

Used with permission 
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1 French student in the class. Their ages ranged from 18 to 35. The writing 
assignments and tests in the course were based on reading assignments in an 
American history textbook in order to give them an academic focus. 

PROBLEM 

The problem I was having in my class had to do with my attempt to do group 
(mostly pair) writing in class and with the fact that with such a diverse group 
of students it did not always run smoothly. We did a good deal of writing and 
editing in pairs. We called these sessions “writing workshops.” Students 
generally read each other’s plans for an essay or one of the drafts of an essay 
they had worked on in class or at home. They then edited each other’s work by 
writing or making comments about the content (facts), organization (logical 
progression), or English (complete sentences, etc.) of the work. My main 
reason for this pair work was that I wanted to help the students to get ideas 
from and function as models for each other by reading each other’s work and 
by getting feedback about their own work. I also wanted students to get into 
the habit of reading critically, so that this critical reading might be used to 
better write and edit their own work. 

Some students seemed very positive about group writing and editing in 
class. One Vietnamese student wrote in her evaluative essay of the class, 
“reading other people’s essay has really helped me to improve grammar and 
also helped me to see other people’s errors. . . . After I finished writing my 
essay, I usually check . . . But I could not find any error even I read all my 
composition over several times.” Students like this were very enthusiastic any 
time they found out that we were going to do group writing in class. Other 
students, such as one Russian student who wrote, “Also, I prefer to work in 
class by myself. I don’t like to work with someone,” were much less 
enthusiastic and showed little cooperative spirit in such groups. 

Whether this lack of enthusiasm on the part of some students was due to the 
great variety of cultural backgrounds in the class, or simply was the result of 
differences in personal learning styles present is difficult to say. What 
concerned me was that often these learners with completely different types of 
learning styles would be paired together if I did the pairing randomly. It did 
neither learner any good when one who was very enthusiastic about working 
with others and hoped that it would help a great deal with his or her writing 
was paired with another student who believed that the best way to improve 
writing was concentrated personal effort, and thought that group work was 
mostly distracting and a waste of time. The result of this kind of combination 
was simply two very frustrated learners. 

SOLUTION 

The solution I came up with was to give them a choice in how things were to 
function in order to get them more invested in the class. I let the students 
decide on their own partners. I did not disagree with the students about what 
was best for them as far as learning strategies went. They may have known 
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themselves and their own learning styles better than I did. By this time, most 
students had, at some point or another, worked with most of the other 
students in the class. So now they were at a point when they could select 
permanent partners for the rest of the quarter. 

Students generally chose partners whom they had enjoyed working with 
previously, and these were generally partners who had the same style of pair 
participation. Some of these new pairs enjoyed pair work a great deal and did 
every step of the way together, using a great deal of discussion (in English) to 
get their writing done. Others tended to work alone on some parts and simply 
to do final readings of each other’s work at the end of each stage of a first 
writing or a rewrite and then to make corrections and offer suggestions. I 
encouraged these learners to work together and learn from each other as much 
as possible. They agreed that in some parts of each task “two heads are better 
than one,” but their ideas of which parts this was true of was more limited 
than that of other pairs. In the end, each pair found a workable and time 
efficient arrangement, and there were a number of different levels of “pair 
participation.” 

Working together with partners who had similar styles of learning seemed 
to generate a great deal less anxiety and frustration both for those who liked 
to work alone better and for those who preferred to work in groups. In this 
way, during these sessions, the students in each pair could choose to what 
extent they wished to communicate, based on what each student thought was 
to his or her advantage. I think students felt more in control of their learning 
situations and were more motivated because of this. 

Using Authentic Materials in China by Rodney Jones 

CONTEXT 

Luoyang is a small industrial city in central China. It’s situated on the banks of 
the Yellow River in Henan Province about 70 km east of Xian. Most of the 
“work units” in the city (including factories, schools, and hospitals) come 
under the auspices of the Ministry of Machine Building. In 1985 when I taught 
there the reforms that were taking hold in the coastal cities and the more open 
attitudes towards Western ideas and education that generally accompanied the 
reforms still had not reached the inland provinces. The people in Luoyang 
were, at that time, mostly conservative, provincial, and suspicious of 
foreigners. Western goods, and even goods manufactured in Shanghai and 
Guangzhou, were very scarce in Luoyang. There was one Foreign Language 
Bookstore which actually stocked no foreign language books except for a few 
musty simplified versions of Jane Eyre. 

I was employed to teach young teachers of technical subjects at the Luoyang 
Institute of Technology. The students were ostensibly learning English so they 
could cope with technical documents in their respective fields, but most of 
them also saw improving their English proficiency as way to gain a better 
posting in a larger city, and so they were highly motivated and keen to develop 
their speaking skills. 
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PROBLEM 

The problem I encountered teaching these young teachers was one of both 
materials and methods. The English Training Program they were enrolled in 
predictably stressed reading. The texts available, however, were severely 
limited. The students were using English for Today (Alexander). When I 
arrived, they had already worked through Books 1 and 2 and were about half- 
way through Book 3. The English Department stocked no other texts, and 
showed no willingness to order more resources. Unfortunately, most of the 
essays in English for Today were neither relevant nor challenging to these 
learners; they bore little resemblance to the technical texts the students had to 
deal with in their work, and the topics they covered were remote and boring to 
these young men and women, whose interests ran more towards contemporary 
issues, politics, economics, and science. Attempting to find alternate texts was 
extremely frustrating. At first I suggested that the students bring in English 
books from their own fields to work with, but even those were extremely rare 
and usually could not be taken out of the library or laboratories where they 
were stored. I had brought a few things with me, and more arrived later in 
care packages from home, but the institute had no xerox facilities. Anything I 
wanted duplicated I had to type onto carbon stencils for mimeographing, and 
the result was often unreadable. 

What the students were reading was only half the problem; the other half 
was how they were reading. In the past the course had been taught as an 
intensive reading course. Students read and analyzed passages from the 
textbook, checking their dictionaries and writing Chinese translations in the 
margins. In class they were meant to answer the lecturer’s questions regarding 
lexis and grammatical structures and possibly to recite portions of the text 
from memory. This method was clearly doing nothing for their proficiency, as 
they hardly had any time to attend to meaning or speak spontaneously. The 
strategies they were using were making them into slow, laborious readers who 
were capable of diagramming sentences without an inkling of what they 
meant, and awkward, reluctant speakers, hesitant to utter anything they 
hadn’t first committed to memory. 

SOLUTION ry 

The solution to the problem of materials presented itself when I noticed that 
when my students visited me at my residence they were fascinated by the 
magazines and newspapers I had received in the post. I had thought of using 
articles from them as reading texts but dismissed the idea because of the 
problem of reproduction, It then occurred to me that there was no reason why 
everyone in the class had to read the same thing, and a single magazine 
contained enough material for every one in the class to have at least one 
article. So I gathered together all the copies of Time and Newsweek, Scientific 
American, and The China Daily that I had and brought them into the class 
along with scissors, glue, and a stack of heavy file folders. I told the students 
that we were going to construct a classroom library, divided them into groups, 
and gave each group a stack of magazines. Their first task was to search for 
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texts they thought were interesting and useful and attempt to classify them 
according to either topic or text type. This forced the students to look at the 
texts more globally before plunging into the grammatical structures. Getting 
the students to cut out the texts and paste them into the file folders proved the 
most difficult part of the exercise; at first they couldn’t believe I would invite 
them to cut my precious magazines to shreds. But eventually they got the idea, 
and after two weeks of sorting, cutting, and pasting we had a substantial stack 
of file folders, each containing a single text, arranged in categories like: 
Economics, Science and Technology, China, Movies, Popular Music, etc. The 
folders were kept in the classroom, and throughout the semester the students 
were asked to use them to perform particular tasks, such as pair and group 
discussions based on their reading, writing review paragraphs or imitations to 
be kept in the folders along with the texts, and giving oral reports based on 
texts they had read. After several months, the students had enough exposure to 
different text types that they were ready to write and edit their own class 
magazine. 

On my visits to other institutes it became apparent that other foreign 
teachers were experiencing similar problems. After I described the technique I 
had used to teachers at Yellow River University in Zhengzhou, we decided to 
start a materials exchange. Folders from my class (along with my students’ 
written responses to the texts) were exchanged with folders from similar 
classes at Yellow River University. The students not only were exposed to a 
greater variety of texts, but they also got a chance to read the written work of 
students from another institute. 

Interestingly, after I had dealt with the problem of materials, the problem of 
method seemed to solve itself. As soon as the students were confronted with 
authentic materials and communicative tasks, they began to focus less on 
structure and vocabulary. Since many of the texts contained idioms, slang 
words, and technical terms not included in their dictionaries, they had no 
choice but to resort to alternative reading strategies. And, since the students 
had chosen the texts themselves, they were much more inclined to pay 
attention to the content. 
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5 Exploring pedagogical reasoning skills 

Jack C. Richards, Benjamin Li, and Angela Tang 

In Chapter 1, a central issue in SLTE was identified as understanding the 
specialized thinking and problem-solving skills that teachers call upon 
when they teach. Shulman’s concepts of pedagogical reasoning skills and 
pedagogical content knowledge provide a useful framework for examin- 
ing these dimensions of teachers’ expertise. He characterizes pedagogical 
reasoning as a process of transformation in which the teacher turns the 
subject matter of instruction into “forms that are pedagogically power- 
ful and yet adaptive to the variations in ability and background pre- 
sented by the students” (Shulman 1987: 15). He characterizes pedagog- 
ical content knowledge as, 

for the most regularly taught topics in one’s subject area, the most useful forms 
of representation of those ideas, the most powerful analogies, illustrations, 
examples, explanations, and demonstrations — in a word, the ways of 
representing and formulating the subject that make it comprehensible to 
others. . . . [Also], an understanding of what makes the learning of specific 
topics easy or difficult: the conceptions and preconceptions that students of 
different ages and backgrounds bring with them to the lessons. (1986: 9) 

While it is generally assumed by teacher educators that the content of 
teacher education programs provides knowledge and skills teachers can 
employ during teaching, whether they do in fact make use of such infor- 
mation when they enter the profession is seldom explored. Teacher edu- 
cation is thus often built upon unexamined assumptions of considerable 
significance. As teacher educators we need to ask, for example, in what 
ways courses on the sociolinguistics of language use, pedagogical gram- 
mar, second language acquisition, or second language reading are likely 
to influence teachers’ thinking and practices in teaching and the extent 
to which they contribute to teaching expertise. These questions are the 
focus of this chapter. 

Teachers with differing degrees of teaching experience, professional 
training, and subject matter knowledge presumably adopt different solu- 
tions to instructional problems and tasks. A teacher who has taken a 
course on second language phonology or on the teaching of pronuncia- 
tion, for example, would be expected to have a different understanding 
and response to students’ pronunciation errors than a teacher without 
such knowledge or training. Likewise teachers with training but with lit- 
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tle or no classroom experience will have a limited store of schemata to 
draw on in planning and teaching lessons. One way of investigating these 
assumptions, and of uncovering the different types of knowledge and 
thinking used in teaching, is to give teachers with different levels of expe- 
rience and training teaching tasks to consider and then compare the 
kinds of thinking they bring to such tasks. This is the approach that was 
taken in the two following studies. 

Example 1: How novice and experienced teachers 
approach a reading lesson 

The first study! compared how student teachers and experienced teach- 
ers planned a reading lesson. Ten student teachers in their second year of 
a BA TESL degree constituted the novice group. They had little or no 
teaching experience apart from simulated experiences provided as part 
of their degree but had completed a number of basic courses on TESL 
methodology. Ten graduate secondary school teachers, all with a post- 
graduate TESL qualification and an average of five years’ teaching expe- 
rience, constituted the experienced group. Each group was given the 
same lesson planning task, which required them to plan a 40-minute sup- 
plementary reading lesson around a short story for a class of average- 
ability Form 4 Arts-stream students in a Hong Kong secondary school, 
in a functional scenario constructed for the study. Each was asked to 
spend about one hour planning the lesson. Following the planning task 
they were asked about why their plans took the form they did, what 
problems they had encountered in preparing them, and how these were 
resolved. 

The text the subjects were asked to plan their lessons around was a 
short story entitled “Puppet on a String,” by Patrick Gordon (see Appen- 
dix). It was deliberately selected to provide opportunities for teachers to 

demonstrate their pedagogical reasoning skills. The story centers on a 

problem encountered by a handicapped child the first time he leaves 

home alone and travels by bus. During the journey he is tricked into car- 

rying a package by a man on the bus. He becomes confused and decides 

to go to the police station, where the package is discovered to contain 

drugs. The police officer believes the boy is faking his mental illness, and 

the story ends with the officer discussing sending the boy to prison. Plan- 

ning a lesson around the story is a relatively challenging task since it 

involves a moral dilemma, and it also presents a number of linguistic dif- 

ficulties since it contains both dialogue and narrative with many words 

1 This research was undertaken by Benjamin Li as part of his MA TESL degree at City 

University of Hong Kong, 1993-4. 
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and expressions that might cause difficulties for Form 4 students. How 
did the novice and experienced teachers approach the planning of a les- 
son around this text? 

Novices 

The novice teachers spent an average of 62 minutes planning their 
lessons. Most reported that they had little previous experience in prepar- 
ing lesson plans, and so drew on their previous experience as students as 
well as ideas they had encountered in their teacher education degree. 
They followed a format that had been presented in a methodology 
course as the basis for their lesson. This consisted of a three-part lesson: 

1. prereading activities 
2. while-reading activities 
3. postreading activities 

On the whole, the novices had few opinions about the story and had 
difficulty developing pedagogical ideas from the text and building a les- 
son around it. They found the story difficult to understand and felt the 
situation in the story would not be accessible to Hong Kong students. 
They also worried about the dialogue section in the text and the difficult 
vocabulary and syntax the writer uses:2 

“There may be some difficult words. The situation is also difficult. Since this is 
extracted from a publication in England for students not familiar with the 
context, it may be culture bound.” (Teacher 9) 

“Personally I don’t think it’s a good reading text. I think it’s better to cut off 
the conversation part and just present the narrative part to the students.” 
(Teacher 1) 

The objectives the novices developed for their lessons focused mainly 
on building up literal comprehension of the text and helping students 
understand the vocabulary and structures in the story. Hence they 
approached the text in terms of language and did not identify broader 
objectives for using the story in an ESL class. 

“I was more concerned about the level of the students. Since the target 
students are of Form 4 level and of average ability, I think the most important 
thing is for them to learn the useful sentence structures and vocabulary from 
the reading. So when I tried to design activities for the reading lesson I put 
much emphasis on these areas. I perceive this as a remedial lesson for the 
students, so the ultimate aim should be to increase students’ knowledge of 
English, right?” (Teacher 2) 

2 Extracts are from the participating teachers’ responses to the planning task. 
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Another feature of the novices’ lesson plans and their conversations 
about them was a rather mechanical view of reading. Their plans usually 
began with the teacher asking warm-up questions, reading the text, and 
then answering comprehension questions. Either during or after reading 
the text, the teacher would explain unfamiliar vocabulary items or unfa- 
miliar grammatical structures in the text. The lesson usually ended with 
a teacher-led discussion. 

Their lesson plans hence typically approached the story from the 
teacher’s perspective, and their plans focused on such dimensions as tim- 
ing (to ensure that they could get through the whole text during the les- 
son) and explaining the text clearly and comprehensively to the students. 
Students would be led through the text by the teacher, and questions 
about the story would be teacher led. 

“I'll give them the text and allow ten minutes for reading. Then they will be 
divided into groups of five to seven. Then I’ll give them a worksheet which 
consists of some questions for group discussion.” (Teacher 7) 

The main factor they tried to address in their plan was the interest 
level of the lesson and whether the teacher could create a pleasant read- 
ing environment for the students, factors they considered crucial to the 
success of a reading lesson. 

“I think it is very important to arouse students’ interest in reading. Once they 
are interested in reading, they will pick up a book from time to time and start 
reading.” (Teacher 5) 

“| will have the students read the story aloud. I think this will make the 
reading lesson more interesting. From my experience as a private tutor, I find 
my students very interested in reading aloud. This may not be relevant to a 
reading lesson, but if students can read aloud to each other I think this can 
enhance their interest and they can learn better.” (Teacher 3) 

When asked about the type of problems they would anticipate in 

teaching their lessons, most of the novice teachers expressed concerns 

about whether the students would be able to use English in answering 

questions, in discussion, and in follow-up activities such as drama and 

role play. The solutions the novices favored, however, indicate they give 

priority to the smooth running of the lesson. Instead of preparing alter- 

nate approaches to deal with the problem, they would rather do it “the 

teacher’s way”: 

“The students are expected to talk in English but in reality this is usually not 

the case. So the teacher will need to exercise her power to force students to 

speak in English.” (Teacher 2) 

“If this really happens, I’ll provide them some clues to help them to answer the 

questions. If they still don’t answer, maybe I’ll answer them myself since it’s 
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important to follow the sequence of the lesson. I don’t want to interrupt the 
procedure.” (Teacher 3) 

In addition, in the novices’ lesson plans there were no attempts to go 
more deeply into the text and deal with character traits or the moral 
theme of the story. Students were not asked to respond personally to the 
incident in the story or to think about its social meaning. 

Experienced teachers 

The experienced teachers produced quite detailed lesson outlines in their 
lesson plans, and spent an average of 42 minutes on their plans. In gen- 
eral, they reported that the use of detailed lesson plans was unusual in 
their teaching. 

“I won’t write a lesson plan in detail for my daily teaching. I would just have a 
brief mental plan and conduct the lesson in a very flexible way. I often change 
some parts of my plan when necessary.” (Teacher 3) 

“To tell you frankly, I seldom write lesson plans. Sometimes the lesson plans 
jump in my brain the moment I’m walking towards the classroom. If I’m in the 
good mood, I may come up with wonderful ideas.” (Teacher 9) 

In comparison to the novice teachers, the experienced teachers gener- 
ally found the text interesting, and although acknowledging the language 
demands of the text, saw it as providing a good basis for a reading lesson, 
one that contained many interesting opportunities for classroom 
exploitation. 

“T think the story is interesting in that it involves moral conflicts. I would try 
to make use of the situations and get students to talk about their feelings and 
opinions.” (Teacher 4) 

“T think it’s a very interesting text. I think it has a lot of opportunities for 
teaching. But I think it’s a sensitive text in that it deals with mentally retarded 
people . . . so this sensitivity of the text plays an important issue on my 
planning.” (Teacher 7) a) 

In comparison with the novice teachers, the experienced teachers 
developed a wide variety of objectives for their lessons. These included: 

— to raise students’ awareness of handicapped conditions (T1) 
— to promote autonomy in learning (T9) 
— to involve the students in reading not only as interpreter but also as 

creator (T8) 

— to instill in students some common sense (T6) 
— to practice for prediction and coherence (T3) 
— to integrate reading skills with oral practice (T7) 

One teacher expressed her goals in the following way: 
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“I think the text is interesting because it involves moral conflicts — one person 
is trying to cheat another person, and a handicapped person is put into jail. I’Il 
try to transform my understanding of the text into an activity that would 
allow my students to experience the emotional and intellectual struggles that 
are involved in the moral conflicts. Let them have a feel of what the writer is 
trying to express.” (Teacher 4) 

The experienced teachers’ plans suggest they would spend little time 
on vocabulary problems but would encourage students to guess or 
ignore difficult words. They would focus more on global understanding 
of the story. 

“I won’t focus too much on the vocabulary, which seems to be the worry of 
most teachers, and the students seem to believe in the myth that understanding 
the vocabulary means understanding the whole passage. But I myself believe in 
global understanding rather than local understanding.” (Teacher 3) 

In discussing the problems they would try to address in teaching from 
the text, the experienced teachers typically focused on a learner rather 
than a teacher perspective. Thus they discussed how to present the text 
from the point of view of the students, how to involve the students in the 
lesson, whether the students would find the story interesting, and how 
the students could arrive at an interpretation of the broader meaning of 
the story. In their lesson plans, the students were seen as actively engaged 
with the text rather than as recipients of the teacher’s decoding. 

“I wondered what attitudes the students already had about the handicapped.” 
(Teacher 1) 

“TI was concerned about how I would involve the students emotionally and 
imaginatively in the passage. The students come from the Arts-stream and 
most of them are girls. I think they are emotionally prepared for the 
appreciation of good literary materials. I really would like to think of a 
dramatic, imaginative, feeling-oriented and involving approach to present the 
text.” (Teacher 8) 

The experienced teachers thus operated from a complex understanding 
of the nature of reading. Their lesson plans revealed an attempt to deal 
with the overall social meaning of the story as a primary goal, rather than 
approaching reading as decoding language. They emphasized “meaning- 
making” and developing a shared understanding through suggesting sce- 
narios, making predictions, identifying and empathizing with the charac- 
ters, and relating the situation in the story to the students’ lives. 

In preparing students to read the text, the experienced teachers probed 
the students’ background knowledge. Some started by looking at atti- 
tudes toward the handicapped in general and then moved to consider the 
students’ attitudes; others started by examining the kind of sympathy 
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students would have for physically challenged people and then moved to 
the issue of mental retardation. 

In helping students make sense of the text, the teachers introduced pre- 
diction skills and prepared comprehension questions that involved infer- 
ence and creation of meaning. 

“I would not give them the entire text. I would give them the text in three 
parts. I would divide the text at places where we might consider them cliff- 
hangers — places in the text that ask a question quite naturally. I'll ask 
questions that would involve the students using their imagination to fill the 
gap; And of course all these questions will end with the question, ‘What will 
happen next?’” (Teacher 5) 

“[ll give the students a series of questions . . . inferential questions, such as 
‘Who is Andy?’ because students simply don’t know him from the text. 
Through discussion with others they can use their imagination to make sense 
of the story.” (Teacher 10) 

The teachers also worked toward a broader view of reading through 
having students think more deeply about the plot, the character con- 
struction, and the story, and through the use of activities such as drama, 
role play, and constructing monologues for the characters. 

“T want them to bring characters and setting to life. So I would divide them 
into groups and each group would act out a scene which is one of the 
numbered part divided from the story. They have to create scripts in their own 
particular scenario.” (Teacher 8) 

Included in the mental plans of the experienced teachers were alterna- 
tive approaches that took into consideration the dilemmas and complex- 
ities that arise in teaching the lesson. It seems that they had already 
planned for these contingencies by drawing on their pedagogical exper- 
tise. 

“If there is time, I would try to focus on their own feelings about the 
handicapped, because of course in Hong Kong, there is the housing estate, Tun 
Tau, where some residents are very resistant to the idea of having mentally 
retarded people within the area. (Teacher 1) 

“I’m sort of torn between having them complete the story or having them 
write a newspaper article for the story.” (Teacher 5) 

In addition, the teachers’ plans involved pair work and group discus- 
sion of issues raised in the text. These questions would allow multiple 
interpretations. Some teachers suggested follow-up writing activities to 
develop critical thinking skills through adding new perspectives to the 
story. 

“To arouse students’ awareness that there could be different ways of ending 
the story, I will integrate the idea of reading and writing by asking them to find 
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out what is happening in the story and to write an ending for the story.” 
(Teacher 4) 

The differences between the inexperienced and experienced teachers’ 
approach to the lesson can be summarized as follows. 

Inexperienced teachers Experienced teachers 
one hour of planning time needed = 40 minutes of planning time needed 

limited lesson formats varied lesson formats 
relatively little detail in plans detailed lesson plans 
teacher-focused lesson learner-focused lesson 
language-focused objectives both linguistic and broader objectives 
limited range of objectives wide range of objectives 
saw limited teaching potential saw the text as offering lots of teaching 

in the text potential 
presented a narrow view of reading _ presented a broad view of reading 
whole-class teaching small group teaching 

Example 2: Effect of subject matter knowledge and 
experience on the teaching of literature 

The second study compared how twelve teachers approached the teach- 
ing of literature in an ESL context.* All of the teachers had at least a 
bachelor’s degree and a teaching certificate and a minimum of four years’ 
teaching experience. However, they differed in the following ways. 

Group A: teachers with a BA in English literature and with experience 
teaching literature in an ESL context 

Group B: teachers with a BA in literature but without experience in 
teaching literature 

Group C: teachers with a BA but without a literature specialization and 
with no experience in teaching literature 

The teachers in the study could therefore be described as having a simi- 
lar degree of general instructional knowledge and skills, but with respect 
to literature, different degrees of pedagogical content knowledge and 
pedagogical reasoning skills. How would these differences be reflected in 
their approach to the teaching of literature? 

In order to answer this question, the teachers were given three sets of 
literary texts, each containing a short story or short literary extract and 
a poem: 

3 This research was conducted by Angela Tang as part of her MA TESL degree at City 

University of Hong Kong, 1993-4. 
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Set 1: “The German Boy,” by Ron Butlin 
“The Sound of Silence,” by Paul Simon 

Set 2: “The Illiterate Despatch Rider, the Army Clerk and 
the Love Letters,” by Christopher Leach 
“Those Winter Sundays,” by Robert Haden 

Set 3: “Stig of the Dump,” by Clive King 
“The Mid-Term Break,” by Seamus Heaney 

The teachers also completed (1) a questionnaire that contained questions 
about their background, their approach to teaching, their attitudes 
toward literature, and their approach to teaching it; (2) a response sheet 
in which they were asked to record their reactions to the texts; and (3) a 
response sheet in which they were asked to describe how they would use 
the literary texts in a Form 6 ESL class in Hong Kong. The teachers com- 
pleted the information in their own time and were later interviewed in 
order to further explore their experiences, attitudes, beliefs, and teach- 
ing strategies. The interviews were audiotaped. 

The texts selected for the study were thought to present a good oppor- 
tunity to explore the teachers’ abilities to access literature-related peda- 
gogical content knowledge and reasoning skills. Literature poses special 
problems in an ESL context, since apart from helping students understand 
literature texts, in teaching literature teachers also seek to develop stu- 
dents’ personal understanding and response to a text, as we saw in the 
first case study. Students read literature to develop a level of response and 
understanding that goes beyond the level of words and syntax. Cultural, 
aesthetic, humanistic, and other values are also involved, as well as rec- 
ognizing such literary conventions as metaphor, ambiguity, analogy, pol- 
ysemy, and other stylistic conventions. Much of the meaning of a literary 
text lies outside of the text itself, so interpretation, evaluation, ideology, 
and reconstruction come into play. In addition, the texts selected for the 
study were of different genres and were examples of contemporary writ- 
ing on universal themes such as love, relationships, and family, which are 
likely to appeal to young readers. ee 

In presenting the teachers’ responses to the tasks in the study, we will 
first describe their approaches to literature and then compare their les- 
son plans. 

The teachers’ views of literature and their responses to the texts 

GROUP A (LITERATURE MAJORS WITH EXPERIENCE 

TEACHING LITERATURE) 

The teachers in this group were enthusiastic about the value of literature 
and its role in ESL classes. For them, literature can “help students gain 
self-discovery and articulation of personal views” and “widen their hori- 
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zons.” Teaching literature is challenging and stimulating for the teacher, 
but literature should be used to develop appreciation and not to achieve 
others’ ends, such as moral education or developing grammar aware- 
ness. They believed that authentic literature should be used. One of the 
teachers reported that she brings literature extracts (poems, short sto- 
ries) to class regularly to complement topics that come up in other areas 
of the curriculum (e.g., delinquency). In general, the teachers favored a 
broad approach to literature. They enjoyed reading literature themselves 
and reported that they read often. They regretted that literature does not 
have a greater role in the curriculum in Hong Kong secondary schools. 

GROUP B (LITERATURE MAJORS WITH NO EXPERIENCE 
TEACHING LITERATURE) 

Like the teachers in Group A, most of the teachers in this group were 
enthusiastic about literature. They enjoyed literature themselves but had 
not had the opportunity to teach it. They believed in the value of litera- 
ture, though they had varying concerns about teaching it. One teacher 
believed students might have difficulty coping with literature but that it 
could be used to develop students’ self-awareness. Another felt that liter- 
ature should be taught as literature and not downgraded to serve linguis- 
tic purposes. However, she believed that available literature resources 
were often too difficult for Hong Kong students, and local literary mate- 
rials at a suitable level should be prepared. One of the teachers com- 
mented: “Learning through literature can not only promote language 
learning but is also an effective way to consolidate other subjects, such as 
history and geography.” 

Nevertheless, the teachers felt that text selection was difficult for teach- 
ers, particularly those without training. In addition, students needed to 
have a good reading level in English before they could start reading liter- 
ature. One of the teachers reported that he enjoys reading literature but 
finds the teaching of literature irrelevant to the school exams. According 
to him, a major problem is dealing with the mismatch between students’ 
experience and available materials. Other materials were available that 
could be used instead of literature. Exposure to literature was not really 
necessary, since newspapers and other printed sources could be used to 
develop reading skills. 

GROUP C (NO LITERATURE TRAINING AND NO EXPERIENCE 

TEACHING LITERATURE) 

The teachers in this group had mixed opinions about the value of litera- 
ture, and saw its role in teaching ESL simply as a way of supporting the 
development of reading skills. They felt it could be helpful in developing 
students’ moral and personal growth. However, in general, the teachers 
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believed that teaching literature in ESL classes was too difficult, both for 
teachers and students. 

“I worry that unmotivated students would reject literature and it would be 
hard to locate suitable texts for them.” 

“It is too demanding for teachers who need to digest a text and read it 
critically before they can teach students.” 

The teachers’ own reading of literature was more limited than that of 
teachers in Groups A and B, and was mainly confined to popular fiction. 
Even so, what they would teach is not really what they enjoy reading, as 
they believe the students are too naive to understand the issues raised in 
the literary texts. Some had mixed feelings about teaching and about 
teaching English, which was not their first subject of choice. 

The teachers’ plans for using the texts 

All three groups of teachers were able to conceptualize ways of using the 
texts in ESL classes in order to develop both reading skills and students’ 
personal responses and appreciation. However, there were significant dif- 
ferences in their plans. Teachers with a major in literature (Groups A and 
B) were able to interact with the texts more critically and creatively than 
the nonmajors (Group C). They were less troubled by abstraction and 
ambiguity in the texts. Teachers in Group C felt insecure when confronted 
with difficulties in interpreting something in a text. Teachers in Group A 
differed from those in Group B in how they prepared the texts for class- 
room use. They showed considerable variety and flexibility in their use of 
the texts, suggesting the use of activities such as the following: 

— using prereading activities to provide links with the students’ back- 
ground knowledge 

— using audio and visual aids to help students understand a text 
— collecting pamphlets and other printed materials to arouse students’ 

interest in a text 
— developing visual analogies from the text 
— exploiting the author’s use of literary techniques 
— using the author’s style, technique, or voice to identify the writer’s 

beliefs, attitudes, or feelings 
— finding ways to enable students to transfer what they have read to 

their own lives 
developing postreading activities to extend themes or ideas in a text 

Group A teachers hence tended to see richer pedagogical possibilities for 
use with the texts than teachers in the other groups, who used the texts 
primarily to practice reading for information or for appreciation. 
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Though all three groups were able to analyze and understand the 
texts, Group C revealed a less developed sensitivity to language, style, 
and approach. They typically commented on the texts in broad and gen- 
eral terms, rarely using literary terms. For example, compare these 
responses to a text from teachers in Groups A and C: 

“The story is complicated in structure, but it’s interesting and it’s skillfully 
written.” (Group C teacher) 

“It’s an interesting description and narrative — an adventure story — the 
encounter of two creatures from two different worlds. But the story doesn’t 
appeal to me. The techniques used are comparatively very simple. It’s very 
hard to analyze an extract. Is it a simplified version?” (Group A teacher) 

When encountering difficulties such as abstraction in a text, the liter- 
ature majors made use of a greater variety of strategies than the nonma- 
jors, including concept mapping, cognitive schema, and visualizing. 
Group C teachers, on the other hand, tended to stick closely to the texts. 
In addition, the literature majors addressed such issues as interpretation, 
mood, alliteration, characterization, setting, style, and technique, which 
were not addressed by the nonmajors. Teachers in Groups A and B 
focused on guiding students to discover personal meaning within the 
text, a strategy not seen in Group C, and used questions to orient the 
reader to the situation of the character or to look for contrasts or com- 
parisons, to make inferences, and to explore feelings and reactions. 

In terms of classroom pedagogy, all three groups employed a mixed 
approach seeking to involve students in the text through a variety of dif- 
ferent tasks. However, Group A was the most successful in identifying 
ways of using the texts, and was able to employ a wider variety of pro- 
cedures than the other groups as well as a more flexible approach. Group 
C tended to focus on reading for information followed by postreading 
assignments, whereas Group B used a mixture of both A and C’’s strate- 
gies. The differences between the three groups of teachers’ approaches 
are summarized in Table 5.1. 

Discussion 

The two examples presented in this chapter reveal marked differences in 
how inexperienced and experienced teachers planned a reading lesson, 
and in how teachers with different degrees of literature training and 
experience in teaching literature approached the use of literature texts in 
ESL teaching. Similar differences have been found in teachers of other 
subject areas (e.g., Feiman-Nemser and Parker 1990). In drawing con- 
clusions from these studies, it is illuminating to discuss these differences 
in relation to four dimensions of learning to teach ESL: (a) learning to 
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TABLE §5.I SUMMARY OF APPROACHES TO TEACHING LITERATURE 

Group A (literature Group B (literature Group C (no literature 
majors with majors with no training and no 
experience teaching experience teaching experience teaching 
literature) literature) literature) 

Beliefs about the role of literature 
Enthusiastic about Enthusiastic about Doubtful about value of 
literature literature literature 

Read literature regularly Don’t read much 
literature 

Favor a broad approach _ Misgivings about 
to literature teaching literature in 

ESL context 

Authentic literature useful Doubtful about use of 

authentic literature 

Favor integration of Favor integration of 
literature into the ESL literature into the ESL 
curriculum curriculum 

Plans for the use of the literature texts 
Saw ways of dealing with Saw ways of dealing Worried about 
difficulties with difficulties anticipated difficulties 

Saw wide variety of Saw limited variety of | Texts used primarily for 
teaching possibilities teaching possibilities reading comprehension 

Addressed literary aspects Some attention to Did not address literary 
of texts literary aspects of aspects of texts 

texts 
Variety of strategies used _ Variety of strategies Mainly used questions 
to help students explore used to help students to check comprehen- 
meaning of texts explore meaning of sion of texts 

texts 
nn 

think about subject matter from the learner’s perspective, (b) acquiring a 
deeper understanding of the subject matter, (c) learning how to present 
subject matter in appropriate ways, and (d) learning how to integrate 
language learning with broader curricular goals. 

Learning to think about subject matter from the 
learner's perspective 

Learning to teach involves recognizing which aspects of a lesson are 
likely to be of greatest interest and relevance to learners, discovering how 
to anticipate difficulties students might have, and recognizing how they 
are likely to respond to and process subject matter. The differences 
between the novice and experienced teachers’ approaches to reading 
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texts illustrate striking differences in these aspects of the teachers’ peda- 
gogical learning skills. The novice teachers’ lessons centered primarily on 
linguistic comprehension of the story, made no use of students’ back- 
ground knowledge, and did not seek to engage students in the deeper lay- 
ers of meaning of the story. Experienced teachers, on the other hand, 
started with students’ understanding and suggested strategies for map- 
ping student thinking onto the text. 
A similar result was found in the study of literature teaching. The lit- 

erature teachers were very concerned to make their lessons learner-cen- 
tered. Besides doing background research in order to find out how the 
materials could be used to meet students’ needs, they were also con- 
cerned with whether the students would be involved in the learning 
process, which they saw as crucial for a successful lesson. In considering 
how to present subject matter to their learners, they believed teachers 
should modify their personal schemas to take into account students’ 
needs and abilities. Instead of imparting everything the teacher thinks is 
important to the students, every effort should be made to enable students 
to establish a relationship with the author of a text so that they can share 
the author’s feelings and thoughts. These features were rarely found 
among the teachers who were not literature majors. 

Acquiring a deeper understanding of the subject matter 

The study of teachers’ approaches to the use of literature demonstrated 
that without a thorough knowledge of the content of teaching, teachers 
will have difficulty turning content into appropriate plans for teaching. 
They have an insufficiently developed pedagogical content knowledge to 
be able to make content comprehensible to others. Thus the teachers 
without literature training, in comparison to those with training and 
with both training and experience, were unable to recognize such liter- 
ary features of texts as mood, style, or technique, lacked the technical 
discourse needed to discuss and analyze literary texts, and felt insecure 
about using some of the texts with students. They were thus unable to 
utilize the opportunities the texts provided for developing lessons. In the 
case of the novice and experienced teachers’ approach to the reading les- 
son, a limited understanding of the nature of second language reading 
led the novice teachers likewise to see limited potential for using the 
story as the basis for a reading lesson. 

Learning how to present subject matter in appropriate ways 

The experienced teachers in the first study described a variety of inter- 
esting ways of using stories in class. The novice teachers, however, used 
a standardized format for a reading class and described a much more 
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limited set of strategies than the experienced teachers reported. The 
experience of literature teachers likewise described a variety of ways of 
using the literature texts and demonstrated greater flexibility in their use 
of texts than the teachers without literature training. The experienced 
teachers thus interacted with the texts pedagogically, rather than using 
them as a basis for reading for information. 

Learning how to integrate language learning with broader 
curricular goals 

In the first example, the experienced teachers saw reading not as an end 
in itself, but as a way of exploring social issues, of clarifying values, and 
of engaging in personal reflection. In the second study, the literature 
teachers emphasized the aesthetic mode of teaching reading. To them, 
reading can help broaden the cultural experience of the learners, enhance 
their analytical and imaginary powers, and engage their minds and 
feelings in purposeful dialogue so that they can develop new ways of ex- 
pressing themselves. They viewed literature as part of a “whole person” 
approach to education in which an individual’s responsivity, imagina- 
tion, and creativity are encouraged through the study of literature. 

The experienced ESL teachers and the experienced literature teachers 
in the two studies were similar in another way, a way that further dis- 
tinguishes then from the other teachers in both samples; namely, they 
show evidence of a different mindset toward the use of literary texts. For 
whereas the inexperienced teachers and the teachers who were not liter- 
ature majors approach literary texts primarily as a means to an end, the 
goal being language skills development, the other teachers regard the 
experience of reading a particular text or set of texts as valuable for its 
own sake.* 

In conclusion, the two studies described here illustrate the importance 
and usefulness of examining how teachers conceptualize lessons and the 
contribution of subject matter expertise and experience to teachers’ ped- 
agogical reasoning skills. The planning of lessons engages teachers in 
complex processes of comprehension, selection, adaptation, and repre- 
sentation as they transform teaching artifacts such as texts into effective 
mediums for learning. The better we are able to understand how novice 
and experienced teachers employ these fascinating cognitive skills, the 
better prepared we are to provide appropriate activities and experiences 
to help develop these skills within TESL/TEFL teacher education pro- 
grams. 

4 This interpretation was suggested to us by John Green of Salem State College. 
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Appendix: Reading text used in Example 1* 

“Puppet on a string” by Patrick Wolrige Gordon 

Paul was a mentally retarded fourteen-year-old. Today he was taking a great 
step: this was the first time he had ever travelled on a bus and the first time he 
had ever left home alone. He climbed excitedly up the stairs and sat down on a 
vandalised seat next to a young man who was chewing gum and reading the 
Sun. 

“What do you want?’ he asked Paul, offended that this obnoxious boy 
should sit on his seat when the whole of the upper deck was empty. 

‘I’m going to play with Andy,’ said Paul, his excitement betraying his mental 
condition. ‘This is the first time I’ve been in a bus.’ 

‘What’s your name?’ 
‘Paul.’ 
‘Paul who?’ 
‘Paul who?’ came the incredulous reply. 
Yeah? 
‘... I don’t know what you mean.’ 
‘Ah, I see .. . then I’ve got something to tell you, Paul. Something very 

important...’ 
‘Oh?’ 
‘’m a police agent and I want to see your pass.’ 
‘My pass?’ 
“Yeah . . . to show you’ve got official permission to come upstairs on a bus.’ 
‘| haven’t got permission. I’m sorry,’ Paul stuttered, terrified. 
‘Please don’t send me to prison. I’ll be good!’ 
‘Normally, of course, I’d have to send you to prison; but there is an 

alternative.’ 
‘Tll do anything...’ 
‘Good lad. Get off the bus at the next stop. You’ll see a man there wearing a 

green coat and jeans, reading a book. Give him this package. Get going now — 
he’ll tell you what to do next.’ 

As the bus shuddered and lurched to a stop, Paul got out at a run, carrying 
the package tightly under one arm. No sooner had the bus driven off than a 
man ran past and seized the package; but Paul’s grip was good, and the man 
only managed to break the wrapping paper and make off with one of the two 
boxes that were inside. He was wearing a green coat and carried a book. That 
was odd, thought Paul. Oh well, he had done as much as could be expected. 
He sat down in the bus-stop shelter. 

He waited for a few minutes until rainwater dripping through the roof of 
the shelter disturbed his dreams. He was still clutching the box in one hand. 
He was in a sad-looking suburb over which the sky was crying gently. And he 
was lost. He did not live here and neither did Andy. Oh dear, he thought; and 

* From: Inside comprehension, Christopher Woodland (Ed). Cambridge: Cambridge 
University Press, 1984. 
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his mother had told him not to get mixed up with strangers. He sobbed to 
himself for some time. Then with a start he realised what a fool he was. 

‘I don’t think policemen count as strangers,’ he said aloud. So he got up and 
walked down the road in search of a police station. 

Presently Paul was climbing a flight of stone steps towards an impressive 
pair of blue doors with the word POLICE emblazoned above them. He was 
soon telling a policeman all that had happened. He apologised for not having 
completely succeeded in doing what he had been told. The police officer 
opened the box and was in conversation with the Chief Inspector within 
seconds. 

*... That’s right, sir. Looks like heroin to me. Must be worth a bomb... 
Yes . . . Claims he was told to make the drop by a plain clothes officer . . . If 
you ask me, sir, it’s a load of rubbish . . . No, I don’t know why he should give 
himself up. Fit of remorse, maybe, and I reckon he’s putting on an act of being 
nuts or something so he can get off lightly . . . Yes, we have a cell free . . . No, 
I understand — no maltreatment. Yes . . . just so — not a leg to stand on in 
court. Borstal, I should think . . . a touch of the short, sharp shock, eh? That’s 
right — make decent citizens of them . . . Bye.’ The policeman put the phone 
down. 

‘Can I go home?’ asked Paul. 
‘Look, you can stop your act now, lad. You’re in the proverbial hands of the 

law. This way.’ 
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Two aspects of teaching typically receive a major focus in preservice 
teacher education courses: lesson planning and lesson delivery. The suc- 
cess with which a teacher conducts a lesson is often thought to depend 
on the effectiveness with which the lesson was planned. Hence both les- 
son plans as well as lessons themselves are often assessed when review- 
ing teachers’ performance. Teachers completing the Diploma in the 
Teaching of English as a Foreign Language to Adults, for example, (Uni- 
versity of Cambridge 1991) are assessed for a component called “Prepa- 
ration and Lesson Plan,” which includes the following elements: 

— general shape and balance of activities 
— patterns of learner-teacher interaction 
— timing 
— clarity, limitation, and specification of aims/objectives 
— clarity of specialization of procedures 
— suitability of aids, materials, and methods for the class and its level 
— suitability of materials and methods for teaching what is to be taught 
— anticipation of learners’ difficulties 

Lesson plans are thought to help the teacher think through the lesson in 
advance and resolve problems and difficulties, to provide a structure for 
a lesson, to provide a “map” for the teacher to follow, and to provide a 
record of what has been taught (Harmer 1991; Rivers 1981). In this 
chapter, the ways in which language teachers use lesson plans are exam- 
ined through studying the reported uses of lesson plans by experienced 
and less experienced teachers. An understanding of how teachers use les- 
son plans and what they do when they depart from their plans can help 
determine the role and value of lesson planning activities in language 
teacher education. 

The nature of lesson plans 

The subject of planning for instruction has been dealt with extensively in 

the general literature on curriculum and instruction (e.g., Clark and 

Peterson 1986) as well as in the field of second and foreign language 

teaching. A widely taught model is the behavioral objectives model, 
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which dates from Tyler’s (1949) classic Basic Principles of Curriculum 
and Instruction. This offers a rationalistic ends-means approach to cur- 
riculum development that begins with considerations of learners and 
their needs, conceptions of subject matter and its importance, and con- 
ceptions of society and its needs, and then proceeds to the development 
of instructional objectives, which are shaped by educational philosophy 
and the psychology of learning. From these procedures, content and les- 
son plans are ultimately developed (Figure 6.1). 

Tyler’s model has influenced generations of teacher educators, and it 
appears in modified form in many contemporary texts on curriculum 
and lesson planning. For example, Pang’s book Lesson Planning (1992), 
intended as a guide for teachers of all subject areas, is based on the fol- 
lowing framework for lesson plans: 

Setting objectives 
Setting the knowledge structure, concepts and the subject matter 
Determining the approaches and methods 

. Planning key questions 
Planning the introduction and summary 
Methods for arousing interest 
Considering the timing for the different parts 
Considering appropriate audio-visual aids and their sources 
Constructing a blackboard plan 
Writing worksheets and/or handouts 

. Designing the homework or follow-up activities 

. Objectives check, linkages and ways to explain 

. Methods for evaluating learning outcomes 

. Making a list of things to bring or to prepare 

COON AARNE 

pe Pee 

(Pang 1992: 17) 

Tay (1986) asks why the Tyler model or derivatives of it are still widely 
taught despite consistent evidence that they do not represent how teach- 
ers plan lessons. She suggests that, because it reflects a technical view of 
teaching that many teacher educators still hold, it is regarded as a legiti- 
mate intellectual exercise; it reinforces teacher educators’ sense of con- 
trol and presents a standard format that can be easily taught and tested. 

Guidelines for lesson planning in ESL/EFL teacher training texts tend 
to be more flexible than those found in general education. Hubbard et 
al., for example, comment: 

The planning of a lesson is a highly personal undertaking: only the teacher 
knows what he can do and what his students are like. We feel, therefore, that 
it is dangerous and wrong to prescribe what form a lesson should take. This is 
something that only the teacher can decide. (1983: 319) 
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Philosophy of Psychology of 
education learning 

Selection and organization 
of content and learning 

experiences 

Evaluation 

Figure 6.1 Tyler’s (1949) model of curriculum development. 

Harmer (1991), a widely used text in preservice TESL teacher training 
courses, provides a sample lesson plan that includes only five major com- 
ponents in comparison to the fourteen listed in Pang: 

1. Description of the class 
2. Recent work students have done 
3. Objectives, which may refer to activities, skills, or type of language to 

be taught 
4. Content, which includes situations, class organization, aids, new lan- 

guage items, possible problems 
5. Additional possibilities 

Research on teachers’ use of lesson plans suggests that the approach rec- 
ommended by Harmer is more realistic than frameworks based on the 
Tyler model, since teachers seldom use such detailed planning proce- 
dures. Shavelson and Stern (1981: 477) comment: 

Most teachers are trained to plan instruction by (a) specifying (behavioural) 
objectives, (b) specifying students’ entry behaviour, (c) selecting and 
sequencing learning activities so as to move learners from entry behaviours to 
objectives and (d) evaluating the outcomes of instruction in order to improve 
planning. While this prescriptive model of planning may be one of the most 
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consistently taught features of the curriculum of teacher education 

programmes, the model is consistently not used in teachers’ planning in 

schools. Obviously, there is a mismatch between the demands of the classroom 

and the prescriptive planning model. 

Similarly, summarizing research on how teachers plan lessons, Freeman 

points out: 

[Teachers] did not naturally think about planning in the organized formats 

which they had been taught to use in their professional training. Further, when 

they did plan lessons according to these formats, they often did not teach them 

according to plan. Teachers were much more likely to visualize lessons as 

clusters or sequences of activity; they would blend content with activity, and 

they would generally focus on their particular students. In other words, 

teachers tended to plan lessons as ways of doing things for given groups of 

students rather than to meet particular objectives. (1996c: 97) 

This is illustrated in an account of how a second language teacher does 
lesson planning in a study by Fujiwara (1996: 151): 

Though now I do try to articulate objectives, my method of planning still 

begins with activities and visions of the class. It’s only when I look at the 

visions that I can begin to analyze why I’m doing what I’m doing. I also need to 

be in dialogue with students, so it’s hard for me to design a year’s course in the 

abstract. Just as my language-learning process is no longer in awareness, so my 

planning process is based on layers and layers of assumptions, experiences, and 

knowledge. I have to dig down deep to find out why I make the decisions I do. 

Nunan (1992) reports on the planning processes employed by nine 
teachers with different levels of experience, and concludes that the teach- 
ers’ plans had a significant impact on their lessons, although their lessons 
were substantially modified during instruction. 

While it is naive to assume that what gets planned will equate with what gets 
taught, and that what gets taught will equate with what gets learned, this does 
not mean that planning, including the formulation of objectives, should be 
removed from the equation. While the plans that teachers lay will be 
transformed, if not metamorphosed, in the act of teaching, such plans provide 
a framework and structure for the interactive decisions which the teacher must 
later make. They also provide a set of criteria against which such interactive 
decisions may be evaluated. (Nunan 1992: 161) 

Studies such as Nunan’s, as well as more recent studies (e.g., Woods 
1996), have been conducted within the framework of teacher decision 
making (see Chapter 4) and have sought to identify the “on-line” deci- 
sions teachers confront while teaching, which often require them to 
depart from their lesson plans. K. M. Bailey (1996) followed this 
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approach in a study of how six experienced ESL teachers departed from 
their plans during lessons. She interprets the basis for their interactive 
decisions in terms of the implicit principles they hold (see Chapter 3). 
Teachers gave the following justifications for departing from their plans: 

1. Serve the common good (e.g., an issue raised by an individual student 
was thought to be worth pursuing because it would benefit the whole 
class) 

2. Teach to the moment (e.g., the teacher drops the lesson plan and pur- 
sues a current issue likely to be of particular interest to students at 
that moment) 

3. Accommodate students’ learning styles (e.g., the teacher decides to 
incorporate some explicit grammar instruction since the learners have 
a preference for this mode of grammar learning) 

4. Promote students’ involvement (e.g., the teacher drops a planned 
activity to give students more time to work on an activity that they 
have shown a high degree of interest in) 

5. Distribute the wealth (e.g., the teacher keeps one student from dom- 
inating class time to enable the whole class to benefit from a learning 
opportunity) (Bailey 1996: 24-35) 

Nunan makes similar comments on the role of a teacher’s personal phi- 
losophy of teaching on her interactive decisions: 

Most of the interactive decisions made by the teacher reflected her personal 
philosophy of language learning and teaching. She is committed to a 
“communicative” orientation with an interactive focus, and this is reflected in 
the major modifications which she made to the original lesson suggestions 
made by the authors, as well as a number of the interactive decisions made in 
the course of the lesson. (Nunan 1992: 154) 

In view of the importance attributed to lesson planning in TESL teacher 
preparation texts and programs, as well as an interest in the interaction 
between lesson plans and the interactive decisions teachers make while 
teaching, a study was undertaken that explored how language teachers 
with different levels of experience use lesson plans. The study sought to 
clarify the extent to which teachers depart from their lesson plans while 
teaching and the factors that appear to account for these departures. 

A study of teachers’ uses of lesson plans 

In order to find out how ESL teachers use lesson plans, a study was made 
of sixteen teachers with different levels of training and experience, teach- 
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ing English classes at the British Council, Hong Kong.! The study sought 
to find out the teachers’ reported purposes for using lesson plans, the 
content of their plans, the uses made of plans during teaching, and 
whether experienced and less experienced teachers differ in their use of 
lesson plans. 

The teachers 

The sample of sixteen teachers was selected to constitute two groups — 
an experienced and a less experienced group. The experienced teachers 
all held both the RSA Certificate and the RSA diploma, in addition to 
other qualifications such as a first degree or master’s degree, and had an 
average of 9.6 years of ESL teaching experience. Of the less experienced 
group, all but one held the RSA Certificate (the other had a professional 
teaching certificate), and they had an average of 1.6 years of ESL teach- 
ing experience. All of the teachers were teaching either general English 
courses (elementary or intermediate level) or business writing courses. 
Materials used in their classes were either commercial textbooks or 
materials provided by the British Council. 

Data sources 

Information was obtained from the following sources: 

1. Questionnaires Each teacher completed a questionnaire consisting 
of the following questions: 
(a) Teaching philosophy: Please describe briefly how you view your- 

self as a teacher and the kind of lessons you try to create. When 
do you feel you have achieved a successful lesson? How do you 
see your role in the classroom? 

(b) Please describe your approach to lesson planning. What do you 
see as the purpose of a lesson plan? 

(c) What kind of lesson plan is useful - e.g., a “mental plan” or a 
“written plan”? 

(d) What do you normally include in a lesson plan? 
(e) How often do you make use of a lesson plan? 

1 This project was supported by a small-scale grant from the City University of Hong 
Kong (Project Number 9030351). I am grateful to the British Council, Hong Kong, for 
permission to conduct the study of teachers’ use of lesson plans, at the British Coun- 
cil, and to the support of the Director of Studies at the British Council, Mr. Rod Pryde. 
I am particularly grateful for the willing collaboration of the following teachers who 
took part in the study: Diana Cox, Nick Florent, Ian Fortescue, Anne Hill, Loraine 
Kennedy, Kevin MacKenzie, Julian Peachey, Martin Peacock, Francoise Phillips, Carol 
Schroeder, Stewart Smith, Sally Trainor, and Rebecca Vane. Acknowledgment is also 
gratefully made to my skillful research assistant, Ms. Min Kyong-Ju. 

108 



What’s the use of lesson plans? 

2. Classroom observations Two classes taught by each teacher were 
observed. During the observation, a written description of the lesson 
was prepared that focused on what the teacher did and the activities 
that were employed. Lesson plans for each lesson were provided by 
the teacher. 

3. Recorded follow-up interviews Following each lesson the teacher 
was interviewed about the lesson, asked to identify points in the les- 
son that departed from the planned lesson, and the reasons for the 
departure from plan. 

Results 

THE TEACHERS’ BELIEFS ABOUT A SUCCESSFUL LESSON 

In their questionnaires and in the follow-up interviews, the teachers were 
asked to describe how they viewed a successful English lesson and the 
criteria they used to evaluate if a lesson was successful or not. A sum- 
mary of their responses is given in Table 6.1. As can be seen from their 
answers, the two groups of teachers shared similar beliefs about the 
nature of a successful lesson. Their concerns represented a student-cen- 
tered view of teaching and addressed the interest level of the lesson as 
well as student learning and language use. 

Both groups of teachers were able to articulate well-developed per- 
sonal theories of teaching that addressed their own role in the classroom, 
the learners’ role, and their teaching strategy. For example, one of the 
less experienced teachers described her teaching philosophy in the fol- 
lowing way: 

“T feel that I create a relaxed classroom environment in which the students will 
participate and learn. | feel that if a teacher has a positive and enthusiastic 
attitude toward the class, the students will feel the same. I try to prepare 
lessons that take their previous knowledge and expand on it. In their regular 
classroom, they have had exposure, but have had little or no actual speaking 
practice. By using simple instructions, encouraging group participation and 
spontaneity, the students can develop more self-confidence. In Asian cultures, 
spontaneity is difficult to achieve because of ‘losing face,’ therefore praise is 
essential to encourage the student to try. At the same time, the teacher must 
tactfully correct, and also have students correct each other in group activities. 

By using a variety of activities, students remain interested and when the 
class is over, they can take what they’ve learned and use it in ‘real life.’ I feel 
the class is successful when the students are actively participating and using 
the target language in free activities, games, etc. 

I see my role in the classroom as an instructor, or resource person. I’m able 
to present a language point and, being culturally sensitive, show how they can 
use it effectively when necessary. I would and do encourage them to ask 
questions to better understand. In each class, I strive to help the student to use 
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TABLE 6.1 THE TEACHERS’ CRITERIA FOR A SUCCESSFUL LESSON 

Less experienced Experienced 
Criteria teachers teachers 

Achieves aims a 1 
Active student participation and 

language use 4 5 
Students use and practice target 

language 2 1 
Lively and enjoyable, interesting lesson 3 3 
Students feel they are learning - 1 
Covers all four skills 1 - 
Variety of tasks 1 ~ 
Students feel positive 1 2 
Students learn new and useful things = 1 

what they know and expand that knowledge, overcoming the obstacle of 
‘peer pressure’ or acceptance — losing face among their classmates. By 
encouragement and praise, help them to verbalize what they already know or 
are learning.” 

One of the experienced teachers likewise describes a student-centered 
view of teaching: 

“As the years go by, I feel less and less a ‘teacher’ and more and more a ‘guide’ 
or ‘conductor’ trying to extract what is inside my students; trying to give them 
the courage and develop a trust between themselves so that their learning 
experience will be faster and easier and fun in the process! With that 
philosophy of a more humanistic approach behind me, I always try and create 
a lesson which enhances communication and co-operation between the 
learners where I take a back-seat and they depend on each other more - a 
more student-centred lesson. So naturally a successful lesson would have 
incorporated all of this — me as a guide, an example, initially, someone they 
can rely on for help and where slowly I can dissolve into the background while 
they are discussing in English the task they are doing — and where I re-appear 
only to help, encourage and apologize for the lesson being over.” 

The similarities of the teaching philosophies described by the teachers 
may reflect the fact that they were all working in the same institution, 
which has an identifiable philosophy and teaching approach. These com- 
ments also confirm the role of “lesson images” noted by Tay (1986); that 
is, teachers try to create a positive environment for learning in their class- 
rooms, and their mental picture or image of a successful classroom often 
serves as a powerful influence on their planning (Senior 1995). 
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TEACHERS’ REPORTED USES OF LESSON PLANS 

As research on the use of lesson plans has found elsewhere, the experi- 
enced teachers reported less frequent use of lesson plans than the inex- 
perienced teachers, made greater use of mental plans than written plans, 
and because their plans were much briefer, included less information in 
them (see Table 6.2). In discussing their approach to lesson planning, the 
inexperienced teachers typically presented a managerial and organiza- 
tional function for lesson planning and lesson plans. That is, lesson plans 
were seen as a necessary aid in ensuring that the teacher addressed the 

TABLE 6.2 THE TEACHERS’ REPORTED USE OF LESSON PLANS 

Less experienced Experienced 
teachers teachers 

Frequency of use 
Every lesson Z 
Mental plan only 
Only for new or unfamiliar material 

— 

NR WwW WwW 

Purposes of lesson plan 
Provide framework for lesson 
Ensure balance of four skills 
Help realize aims 
Help see lesson as whole 
Help think through teaching process 
Help remember what to cover 
Provide record for future use 
Help identify problems and solutions 
Determine content and sequence 
Reminder of props needed 
Ensure sufficient amount of material 
Achieve good pace and timing 

lb nwrRewhrvrR wh Ww 

Pree NHR | wbhni!l & | 

Contents of lesson plan 
Aims and objectives 
Activities and sequence 
Materials to be used 
Timing 
Language points 
Anticipated problems 
Procedures to use 
Grouping arrangements 
Important reminders 
Homework assignment 
Assessment Nl rPrrRPnNA AA HOC WOR RR 1 NWWRN eR 
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different elements of a lesson, maintained structure and timing, and 
remembered different details such as aids, OHTs, and flashcards: 

“Tt helps me clearly organize how I’m going to present the language to the 
students.” 

“It provides a framework for me to follow during the lesson.” 

“It helps me clarify my aims and gives the lesson structure.” 

“The lesson plan is essential for me in creating a cohesive lesson. It reminds me 
of the different elements I need to pay attention to in bringing the whole lesson 
together.” 

“I find unless I have a lesson plan I tend to forget things, and never get half the 
things done that I planned to do.” 

While these dimensions of planning were also referred to by some of the 
experienced teachers, many of them focused more on the process of plan- 
ning rather than the plan itself. They distinguished between the written 
plan and the mental plan, the mental plan being the result of thinking 
through the lesson and identifying problems, strategies, and procedures. 

“The written plan helps me to formulate the mental plan. Writing something 
down helps me develop a plan. The clearer the mental plan, the simpler the 
written plan.” 

“There is not always time to write formal lesson plans as required by training 
courses. Thus what often materializes is a short plan in note form or, in some 
cases, a mental plan. I find a written plan helps me to remember what I’m 
going to do (even if I don’t look at it!) and to clarify my ideas.” 

“At first I found lesson planning very difficult, being able to take all things 
necessary into consideration and writing it down. Now the ‘writing it down’ is 
not always necessary as long as the ‘process’ of lesson planning has been gone 
through.” 

“It helps me think through the lesson before teaching — it helps get the lesson 
into my head!” at 

“I find a mental plan much more useful than a written plan as I invariably find 
that I divert from a written plan during the course of a lesson. Having a 
mental plan allows you to focus on the students more. I often find that ideas 
come to me in the classroom that didn’t occur to me before.” 

“I don’t find it helpful to write things down. I look at the materials and I see 
what I am going to do. And J have a mental picture of what I am going to 
teach in the class. But I don’t find it particularly helpful to write it down. 
Usually, what I have is a mental plan of the first hour or so of the lesson and 
then the second part of the lesson comes up while I’m teaching. I used to 
always write lesson plans down for all the class. And then I did the RSA 
Diploma and I got used to writing plans and doing lessons. In the end I often 
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found my lessons would be the same as I’ve been doing for a long time. So I 
didn’t mean to write it down. I knew the format and I knew what it was going 
to be like. And then I just got out of the habit of this. I can’t go back into the 
habit of writing plans.” 

Examples of the type of lesson plans made use of by the teachers in the 
study are given in Appendixes 1 and 2. Appendix 1 is a detailed lesson 
plan from one of the less experienced teachers that describes aims, activ- 
ities, procedures, and language items. Appendix 2 is a plan in outline 
form used by one of the experienced teachers and lists only the activities 
to be presented during the lesson. 

USE OF PLANS DURING LESSONS 

Each teacher was observed in two of their regular classes. They provided 
their lesson plan and their teaching materials prior to each class, and 
these were used to help the observer follow each lesson. Immediately 
after the lesson, the teacher was asked to describe any departures made 
from the plan and the nature of the major interactive decisions made 
during the lesson. The extent to which teachers made use of their lesson 
plan is summarized in Table 6.3. 

As can be seen from the table, all of the teachers used their lesson plans 
to some extent. This was to be expected, since they were all teaching to 
a prescribed syllabus, using materials that had been assigned by a coor- 
dinator or prepared by the teacher based on the course specifications. 
However, the two groups differed in their use of lesson plans while teach- 
ing. Most of the less experienced teachers, working with more fully elab- 
orated plans, tended to follow these fairly closely, adding to their plans 
or dropping activities mainly as a result of time factors. For four of the 
lessons of the inexperienced teachers, however, only outline plans were 
used, and these were elaborated on during the course of the lesson. The 
experienced teachers made much greater use of this mode of teaching, 
elaborating on brief outlines while teaching or using the materials as the 
plan and improvising as they taught. 

TABLE 6.3. EXTENT TO WHICH THE TEACHERS USED A PLAN 

Less experienced Experienced 
teachers teachers 

Followed the plan closely ) 2 
Followed the plan but added or 

dropped activities 3 Z 
Followed a brief outline and filled it 

out while teaching 4 9 
Used the materials as the plan - 3 

F15 



Perspectives on teacher thinking 

This latter mode of teaching can be described as “improvisational per- 
formance” (Yinger 1987). It involves the teacher working with a brief 
outline of the lesson and filling in the details while teaching, drawing on 
his or her repertoire of teaching routines as a response to the perfor- 
mance of the students. Improvisational performance accounts for the 
fact that teachers rarely teach the same lesson twice in the same way. 
Interactive decision making is a crucial dimension of this teaching mode. 
No matter how brief or detailed a lesson plan a teacher has, during a les- 
son the teacher monitors students’ performance and makes many indi- 
vidual decisions based on assessment of how the lesson is proceeding. 
These decisions may involve providing an explanation of a concept or 
procedures to complete an instructional task, questioning students about 
knowledge of a concept topic or procedure, or encouraging students’ ini- 
tiations and using them during instruction (see K. E. Johnson 1992b). It 
is through interactive decision making that a teacher shapes and redirects 
a lesson during the course of instruction. 

In the study, the kinds of interactive decisions made by the teachers 
were identified by interviewing them immediately after each lesson about 
the lesson as a whole. Since the lessons were not videotaped, it was not 
possible to probe each lesson with the teacher in an attempt to elicit rec- 
ollections of specific decisions at various points throughout the lesson. 
The interview focused instead on the major unplanned departures from 
the lesson plan that each teacher remembered. The teachers had little dif- 
ficulty recalling this level of interactive decision making. The results are 
seen in Table 6.4. 

The major interactive decisions were classified into four categories: 
timing, affective factors, pedagogical factors, and language focus. As can 
be seen from Table 6.4, timing was an issue that both groups of teachers 
responded to, though the inexperienced teachers had greater difficulty in 
carrying out their plans within the time available. One of the less expe- 
rienced teachers described her concern with timing in the following way: 

“The students finished quicker than I thought they would, so I kind of filled in 
a little at the end. That’s why I went back and had them do some sentences at 
the end. Because I originally planned that when they had done the game on the 
board and then copied it on paper, that would be the end of it. So it all went in 
sequence and I just had to add some extra at the end. I think sometimes you 
can prepare a lesson plan but you don’t know often how fast or slow it will go 
in the classroom. Perhaps with time or maybe when you are into a course or a 
term you will be able to predict more accurately either how much or how fast 
they will catch on. So what I’m saying is if you are not sure where their 
academic level is, you can come into a lesson and you can determine that it’s 
gonna take x number of minutes, but if the students are very confident at that 
level, instead of something that would probably take 15 or 20 minutes it will 
take 10. So you can plan a lesson plan for x number of minutes, but if their 
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TABLE 6.4 INTERACTIVE DECISIONS DURING LESSONS 

Less experienced Experienced 
teachers teachers 

Timing factors 
Dropped activity because of time 6 3 
Added activity to fill out time Zz 1 

Affective factors 
Added activity to liven up class ps 3 
Modified activity to increase interest level z 5 

Pedagogical factors 
Changed sequence of activities 1 1 
Elaborated an activity 1 7 
Changed grouping arrangements 4 3 
Changed or dropped activity because of 
difficulty 4 2 

Dropped activities that didn’t seem 
necessary - 1 

Added activities to strengthen lesson - 3 

Language focus 
Modified activity to change language focus 1 3 
Added activity to provide more language 
work Z 6 

academic background is such that they are already comfortable and confident 
in it, you may not know that necessarily and so you have to come in and all of 
a sudden your 20 minutes time slot slips down into 10, so then you have to 
compensate a lot.” 

For this teacher, timing is a problem that cannot be resolved in advance. 
Both groups reported on-the-spot modification of planned activities in 

order to maintain students’ engagement and interest level. This was more 
frequently reported by the experienced teachers, for whom the students’ 
interest in the lesson was often as much of a concern as the content of 
the lesson itself. The two groups also reported many modifications they 
made to activities that were prompted by pedagogical factors, such as the 
need to make a task easier to accomplish or a change in procedure to 
make an activity more “communicative.” Since many of the experienced 
teachers were teaching from brief lesson outlines or cues, they reported 
instances of interactive decision making as they considered alternative 
procedures while carrying out an activity; they then selected the one they 
thought most appropriate. 
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“After I gave them the dictation, I’d not decided then how I was going to feed 
it back when I wrote this written plan. I thought about using an OHT, but I 
didn’t because there are too many people here. I just put it up on the white 
board. Even until the last minute I couldn’t decide whether to let them do it. I 
decided it would be more efficient if I did it. If they’d not done it so well, and 
looking around, they had, I would probably have got them to write it up. 
That’s all impromptu.” 

They also described how they elaborated activities, confirming the 
improvisational dimension of teaching noted earlier. 

“| hadn’t worked out how to do the game before I started the lesson. So I 
wasn’t sure whether it would work better in pairs or groups. Then when I 
counted the number of people in the class, I decided to do it in pairs, and I 
quickly modified the way it works to make sure it would fit with pairs.” 

The experienced teachers also reported adding unplanned activities as 
necessary, when they diagnosed a point in the lesson that needed what 
one of the teachers referred to as “instructional repair.” 

“I realized they were having difficulty with the vocabulary, so I decided to add 
extra vocabulary work and spent more time eliciting vocabulary than I’d 
planned. By building in an extra vocab activity, they were able to do the 
writing task much more successfully.” 

Many of the less experienced teachers also reported changes to activities 
or grouping arrangements within a lesson, in order to strengthen the 
effectiveness of the lesson. 

“One of the main changes I made to my plan was in the first part, where I was 
supposed to introduce a sentence. I was going to write it down on the 
blackboard. But because the students weren’t too involved in what I was 
doing, I decided to play a game instead of just giving the sentence. I thought if 
I play a game that’ll make them more involved in what they were doing. So I 
did a backward dictation. That worked quite well. I diverted it here as well. 
Students were supposed to give each other their opinions and respond to the 
opinions. I found that they weren’t too involved in what was going on. So 
instead of that I made them write down their actual response and then write 
down the reasons why. At least that gives them a focus to work on. For the 
feedback I was going to ask them about their opinions and they were going to 
answer me. But students were very shy about what they were saying because 
someone was watching them. They weren’t saying anything. So instead of 
doing that I made them cross-group and asked one student to ask another 
student. Instead of teacher to student, I made it student to student.” 

Both experienced and less experienced teachers also reported interactive 
decisions that were prompted by the need for more language-focused 
teaching at points within lessons. This was more frequent among the 
experienced teachers. Nunan reports a similar finding: “Only 12% of the 
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comments and decisions made by the inexperienced teachers were driven 
by language issues. In contrast 21% of the decisions of experienced 
teachers were language related” (1992: 157). The greater focus on lan- 
guage factors among experienced teachers may reflect the fact that they 
have routinized many other instructional decisions that arise during 
lessons, giving them more opportunities to focus on the explicit linguis- 
tic content of lessons. 

The working principles, or maxims, that appeared to account for how 
the teachers used their lesson plans and the interactive decisions they 
made during the lesson may be summarized as follows: 

Maxims used more frequently by the less experienced teachers 
Cover your lesson plan. 
Fit your plan to match the time available. 

Maxims used by both groups of teachers 
Provide students with sufficient guidance for tasks. 
Maintain a communicative focus to the lesson. 
Find the most effective grouping arrangement for tasks. 

Maxims used more frequently by the experienced teachers 
Build on students’ difficulties. 
Maintain active student involvement. 
Develop a language learning focus for the lesson. 

Conclusions and implications 

The view of lesson planning seen in the educational and second language 
literature sometimes presents a “deficit” view of lesson planning — that 
is, lesson planning models or frameworks are seen as checklists that 
teachers should use in order to achieve an idealized conception of an 
effective lesson. Teachers’ “capacity to teach” is viewed as an empty box 
that is gradually filled as decisions are made by selecting from a prede- 
termined hierarchy of categories. Planning is often depicted as an activ- 
ity that is mainly concerned with the effective management of instruction 
or as a set of procedures teachers should employ in order to prevent them 
departing from established methods of teaching. Studies of how teachers 
plan and use lesson plans, however, suggest that lesson planning should 
be regarded more positively and creatively, since the process of making 
the teachable learnable is a central dimension of teacher cognition. 

In the study described in this chapter, both experienced and less expe- 
rienced teachers reported the usefulness of planning in teaching, though 
experienced teachers tended to make more use of the improvisational 
mode of teaching than less experienced ones. This suggests that as teach- 
ers develop their teaching skills, they are able to draw less on preactive 
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decision making (the type of planning that occurs prior to teaching) and 

make greater use of interactive decision making as a source of their 

improvisational performance. On-the-spot decision making and prob- 

lem solving are central dimensions of teaching for both experienced and 

inexperienced teachers, but the experienced teachers in this study did 

more interactive decision making to create lessons as they taught, using 

brief outlines or lesson notes as prompts rather than as maps or plans. 

This raises a number of implications for the role of lesson-planning activ- 
ities in teacher preparation programs. 

An emphasis on planning as a process rather than a product 

Many of the teachers in the study emphasized the value of the process of 
planning, rather than the actual plan itself. Shulman (1987) has 
described the process of planning as constituting the essence of teaching. 
He refers to this process as pedagogical reasoning, which can be thought 
of as a process of deconstruction and re-creation. On examining the 
potential content of a lesson, be it a textbook lesson or a set of materials 
assembled by a teacher or coordinator, the teacher’s problem is how to 
make the content learnable. Drawing on his or her knowledge of the stu- 
dents, their interests and prior knowledge, as well as his or her own 
beliefs and principles, the teacher formulates ideas about how the mate- 
rial can be used in ways that will make sense to the learners and allow 
the teacher to realize his or her personal teaching style. Discussion of 
how this can come about is an invaluable activity for student teachers, 
who can work collaboratively on lesson planning. The goal of such activ- 
ities is not to produce detailed lesson plans, but to acquire the skills of 
determining what might constitute the implicit difficulties or challenges 
of a lesson, what activities and procedures might be effective and why, 
and what adaptations might be needed. By analyzing and problematiz- 
ing a lesson in this way, student teachers can develop pedagogical rea- 
soning skills that can be employed in many future planning tasks. Inter- 
viewing experienced teachers or reading case reports on their approaches 
to lesson planning can also provide useful insights for student teachers 
into such thinking processes. 

An emphasis on improvisation and decision making in teaching 

The teachers in this study also demonstrated the central role of flexibil- 
ity and adaptability in teaching and the importance of being able to mon- 
itor, evaluate, elaborate, and revise plans while teaching. These skills can 
become a useful focus in teaching practice and microteaching, if student 
teachers are encouraged to see interactive decision making and problem 
solving as constituting the essence of the teaching moment. Teaching can 
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be viewed not so much as the process of realizing plans, but as a creative 
interaction between plans, student responses, and teacher improvisation. 
Journal accounts and case studies of how teachers transform lessons 
while teaching can provide useful documents for reflective review in sem- 
inars and postlesson review sessions (see Burns and Hood 1995). This 

can also be accomplished through the use of video recordings of lessons, 
particularly if these are accompanied by the teacher’s account of some of 
the principal decisions he or she had to consider during the lesson. At the 
same time, the validity of teachers’ individual and personal solutions to 
problems should be highlighted. Two teachers may create two very dif- 
ferent lessons from identical lesson content, through the unique elabora- 
tions each teacher creates while teaching a lesson. Lesson-planning activ- 
ities can hence play a useful role in teacher preparation programs, but 
plans should be seen as records of teachers’ adaptations of lessons and 
stimuli for creative improvisations in the classroom, rather than straight- 
jackets that impede creative teaching. 

Appendix 1: Lesson plan of a less experienced teacher 

Aim: teach duration of time with “for/since” in present perfect tense. 

I. Revision / “Just” with pres. perfect tense 
1. Show pic./Write 2 verbs “buy/sold” 

Elicit: She has just bought 
just sold 

Mime: sit down just sat down 
open book Elicit just opened the book 
drink soda just drunk 

2. Draw T. Line to show “just” 

II. Draw 2 T. lines on board 
(a) Ask: When did we start class? (5:30) 

Show on T.L. 
What can we say? 
We have been in class 

Write on board under T.L. 
Ask: What time is it now? 

How long have we been in class? 
Elicit: We have been in class 
Write up on board. 

(b) When did you start F2? (Sept.) 
Ss: We have been in F2 (since Sept.) 
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Il. 

Ask: How long have you been in F2? (for 3 months) 
(c) Show pix of boy. 

He was sick on Sun./Not today but 
Ask: How long has he been sick? 
Ss: He has been sick (since yesterday.) 
Ask: How long? 

He has been sick (for 2 days.) 
I’ve lived in H.K. a long time. 

I came in 1975. 
When did I start living here? (1975) 

Ask: How long have I been living here? 
Ss: You have been living in H.K. (since 1975.) 
Ask: How long? 
Ss: You have been living here (for 19 years.) 

(e) Show pic. of girl/McDonald’s/ hungry 
She went at 4:00 
Show on T. line 

Ask: When did she go to McD’s? 
How long? 
She’s been at McD’s (since 4:00) 
Write 4:30 on T.L./Now it is 4:30. 

Ask: How long has she been there? 
She has been at McD (for half an hour.) 

For/Since used to tell how long something has been happening 
Since: tells when it began or started. 
For: tells us the time or how long. 

H.O%1 

= 

H.O.2 to Ss 
Fill in blanks with “for since” 
Check with partner 
EBJOHT 

. Grid Game/X O 

Draw grid on board 
Make 2 teams 
Explain one team X, one team O 
Use “for/since” 
Demo 5S min. 
Team 1 checks Team 2 
Team 2 checks Team 1 
T writes ans. in boxes 
If time Ss write answers on H.O.3 from grid on board. 
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Appendix 2: Lesson plan of an experienced teacher 

GEB 1 — Lesson Transport 

—_ 

. Warmer 

. Vocab check — adjectives 
Pronunciation check of vocab 
Match adjective with form of transport - Ex in workbook p22 

. Elicit questions for journey to Council with diagram on w/b 

. Write Qs in full - drill 
Q&A with partner 
Change partners — report information 

. Write paragraph about partner 

. If time/homework - workbook p23C 
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7 Textbooks: Help or hindrance 
in teaching? 

The most commonly found elements in second and foreign language 
classrooms around the world are teachers, learners, and textbooks. 
While the roles of teachers, teaching, and learners have been the focus of 
a vast body of discussion and research over the years, much less atten- 
tion has been given to textbooks. Yet in many schools and language pro- 
grams the textbooks used in classrooms are the curriculum. If one wants 
to determine the objectives of a language program, the kind of syllabus 
being used, the skills being taught, the content the students will study, 
and the assumptions about teaching and learning that the course embod- 
ies, it is often necessary to look no further than the textbooks used in the 
program itself. Textbooks and other commercial materials in many situ- 
ations represent the hidden curriculum of many language courses and 
thus play a significant part in the process of teaching and learning. In this 
chapter, the roles of textbooks and their impact on teachers and teach- 
ing are examined. 

The extent of textbook use in language teaching 

Every year millions of language textbooks are sold worldwide. A diver- 
sity of commercial textbooks is available to support practically every kind 
of language program, from general international courses to country- 
specific texts aimed at, for example, elementary school children in Singa- 
pore, immigrant factory workers in Australia, or university botany stu- 
dents in Poland. Increasingly, the audience for today’s textbooks is 
specific groups, each with particular requirements. This is a somewhat 
different picture from the 1970s, when basic series such as English 900 
(English Language Services 1964) were designed to be used worldwide. 
Today there are fewer global course books and an increasing demand for 
country-specific textbooks. The design and production values of text- 
books have also changed significantly. Contemporary language textbooks 

are visually appealing, with full-color art and sophisticated magazine-like 
design, printed on high-quality paper and supported by an assortment of 

supplementary resources, such as workbooks, cassettes, CDs, CD- 

ROMs, and videos. Today’s textbooks are also much more culturally sen- 

sitive than their predecessors. Publishers are increasingly responsive to 
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the need to ensure that their textbooks reflect progressive and politically 
acceptable values. Efforts are made to avoid social bias and ethnocen- 
trism and to reflect universal human concerns, needs, and feelings in the 
content of the books. Some publishers provide guidelines for authors on 
these issues. For example, Macmillan/McGraw-Hill has developed a set 
of multicultural guidelines for the use of writers of educational materials. 
To avoid physical stereotypes in book illustrations, the guidelines state: 

- Maintain a 50-50 balance between the sexes - numerically and in terms of 
the significance and prominence of the activity illustrated, within schools and 
across the series. 

- Aim for a gender-neutral style of illustration. 
- Use illustrations that include all physical types, with occasional evidence of 

physical disability. Avoid stereotypical association of images. 

(Reflecting Diversity 1993: 38) 

Haines (1996: 27) characterizes differences between current and past 
trends in ESL/EFL textbooks in the following way: 

Then Now 
1. author and academic centered 1. market led 
2. uncertain global market 2. specific, fragmented markets 
3. European focus 3. Pacific Rim and Latin 
4. sell what is published America focus 
5. culture of origin, methodology — 4. publish what can be sold 

of origin 5. international or local 
6. English for its own sake culture 
7. UK/US publisher dominance 6. indigenous learning 
8. native speaker expertise situations 
9. culturally insensitive 7. English for specific purposes 

10. low risk/competition 8. rise in local publishing 
11. little design 9. non-native speaker 
12. artificial text and task competence 
13. single volume titles 19. culturally sensitive 

11. high risk/competition 
12. design rich 
13. authenticity 
14. multi-component/multimedia 

Not all schools and institutions encourage the use of commercial text- 
books, however. Reasons for discouraging their use include (see also 
Crawford 1995): 

- Teacher-made materials are more relevant and appropriate than com- 
mercial materials. 
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- Textbooks cannot provide the basis for a comprehensive language 
course. 

- Textbooks are often culturally inappropriate (e.g., they might have 
British cultural content that would not work in a non-British context). 

— Textbooks are not compatible with a learner-centered philosophy of 
teaching. 

— Textbooks should not be needed by good teachers, who can create 
their own materials. 

However, situations where textbooks are not used are in a minority, to 
judge from the diversity of textbooks published each year. It is not sur- 
prising that most teachers capitalize on their availability. For many 
teachers, the commercial textbook is hence the primary source of teach- 
ing ideas and materials in their teaching. Indeed, the extent of English- 
language teaching activities worldwide could hardly be sustained with- 
out the help of the present generation of textbooks. In many parts of the 
world, much of the teaching of English goes on outside the state school 
sector in private language schools. Teachers in these schools may or may 
not be native speakers of English, but they often have little or no formal 
teacher training. The textbook and the teacher’s manual are their pri- 
mary teaching resources. 

Even in state school systems, where teachers with a better level of 
training may be employed, commercial textbooks are often the major 
teaching resources used. For example, in a survey of ESL teachers in 
Hong Kong secondary schools (N = 149), the teachers reported that their 
primary teaching resources were textbooks, supplementary materials, 
and audiotapes. The primary functions of the textbook were to provide 
practice activities (64%), a structured language program for teachers to 
follow (56%), language models (55%), and information about the lan- 
guage (50%). Most teachers reported that they do not rely on a single 
textbook (83%), but use a separate textbook for listening (86%), read- 
ing practice (66%), and writing (56%). Only 28% of the teachers 
reported that they made a significant use of exercises and materials that 
they prepared themselves (Richards, Tung, and Ng 1992). 

The dominant role of textbooks within school systems is reflected in 
the bureaucratic apparatus that has evolved in many situations to place 
and maintain textbooks in schools, often with minimal input from class- 
room teachers themselves. Thus in many countries a chain of events 
takes place in which the Ministry of Education produces test formats or 
guidelines, publishers produce textbooks to match the guidelines, school 
districts set in place procedures by which textbooks are reviewed and 
adopted, lists of approved textbooks are published, and teachers (or 
their supervisors) then select the books they will use. 
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The reasons for the widespread use of commercial textbooks are obvi- 
ous. There are time and cost benefits to teachers and schools in the use 
of commercial materials. If teachers were not allowed to use textbooks, 
they would need additional training in the preparation of materials. 
Schools (or teacher training institutions) would have to plan for such 
training. In addition, if materials preparation were to be an ongoing and 
central aspect of a teacher’s work, teachers would need reduced teaching 
loads in order to take on these additional responsibilities. Even if such 
allowances are made, the quality of school-produced materials can 
rarely compete with that of commercial materials, which often are sup- 
ported by large budgets for development and production. In addition, 
commercial materials offer teachers a considerable variety of resources 
to choose from, and since they represent no personal investment on the 
part of the teacher, they can easily be replaced if a more interesting text- 
book comes along. 

In addition to the obvious practical advantages of using textbooks, it 
has been argued that the dominance of commercial textbooks in educa- 
tion generally since the 1950s has been supported by a convergence of 
assumptions and interests involving educators, teachers, and publishers 
(Apple 1986). One point of view in the educational establishment has 
been that improvement in the quality of teaching will come about 
through the use of instructional materials that are based on findings of 
current theory and research. Publishers sometimes see their role as bring- 
ing new theories and approaches to teachers by setting up teams to write 
materials based on currently approved pedagogical models (e.g., com- 
municative language teaching or the whole language approach). Good 
teaching will then result from the use of scientifically based textbooks 
developed by experts. This idea was stated long ago with respect to read- 
ing materials: “One of the most potent factors in the spreading of the 
results of research is through a well prepared set of readers and their 
manuals” (Donovan 1928: 106, cited in Shannon 1987). Current lan- 
guage teaching approaches such as communicative language teaching 
attribute a primary role to instructional materials. Materials are seen as 
an essential component of instructional design and are often viewed as a 
way of influencing the quality of classroom interaction and language use 
(Richards and Rodgers 1986). 

Textbooks as a positive or negative influence 
on teachers 

For many educationists, textbooks are seen as having a positive impact 
on teachers and teaching. The practical benefits teachers gain from using 
textbooks in terms of time benefits and access to a varied choice of pro- 
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fessionally produced resources was noted earlier. Harmer (1991: 257) 
observes: 

Where a textbook is involved there are obvious advantages for both teacher 
and students. Good textbooks often contain lively and interesting material; 
they provide a sensible progression of language items, clearly showing what 
has to be learnt and in some cases summarizing what has been studied so that 
students can revise grammatical and functional points that they have been 
concentrating on. Textbooks can be systematic about the amount of 
vocabulary presented to the student and allow students to study on their own 
outside the class. Good textbooks also relieve the teacher from the pressure of 
having to think of original material for every class. 

R. L. Allwright describes one point of view about the role of textbooks 
as the difference view: 

[This] holds that we need teaching materials as ‘carriers’ of decisions best 
made by someone other than the classroom teacher, not because the classroom 
teacher is deficient, as a classroom teacher, but because the expertise required 
of materials writers is different from that required of classroom teachers —- 
people who have the interpersonal skills to make classrooms good places to 
learn in... . [This] frees the teacher to develop the expertise needed for dealing 
with practical and fundamental issues in the fostering of language learning in 
the classroom setting. (1981: 6) 

Hutchinson and Torres (1994) argue that a well-prepared textbook is 
more than just a set of potential lesson plans, and that textbooks survive 
and prosper because they are a convenient way of providing structure to 
a learning program. They suggest that both teachers and learners see 
textbooks as providing a guide that can help them teach and learn more 
effectively. From a survey of teachers’ views they report: 

Teachers see managing their lessons as their greatest need. Most of their 
responses centre around the facilitating role of the textbook: it ‘saves time, 
gives direction to lessons, guides discussion, facilitates giving of homework’, 
making teaching ‘easier, better organized, more convenient’, and learning 
‘easier, faster, better’. Most of all the textbook provides confidence and 
security. (Hutchinson and Torres 1994: 318) 

The idea that commercial materials are technically superior to teacher- 
made materials because they are based on a more systematic and care- 
fully developed syllabus has had a long history in education. 

[Commercially] prepared materials are, as a rule, more skill-fully organized 
and are technically superior to those developed daily in classrooms. Because 
they follow a sequential plan, the chance for so called ‘gaps in learning’ is 
greatly reduced. (Gray 1936: 90-1; cited in Shannon 1987) 

For both teachers and learners, the textbook provides a map that lays 
out the general content of lessons and a sense of structure that gives 
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coherence to both individual lessons as well as an entire course. Students, 
too, often appreciate studying from an attractively produced class text, 
since they feel it is an authoritative and accessible tool that can both 
facilitate learning and make it more enjoyable. This view is reflected in 
the following comments from teachers on their reactions to a commer- 
cial textbook they are using: 

“My students really enjoy coming to class. The book has made learning much 
more fun for them.” 

“This book has totally turned around the listening program in our school. We 
really didn’t know what to do with listening before, and the book we were 
using didn’t help. Now we have a great program which both teachers and stu- 
dents like.” 

“The students love the topics and the art. They don’t feel as if they are 
learning English but just having fun.” 

For learners, as Hutchinson and Torres point out, textbooks can provide 
an orientation to their learning program, enabling them to see what they 
will be studying, in what sequence, and how much material will be cov- 
ered. This can give learners a sense of autonomy, which dependence on 
daily or weekly lesson handouts does not provide. Crawford notes: 

It may well be this sense of control which explains the popularity of textbooks 
with students. Consequently a teacher’s decision not to use a textbook may 
actually be a “touch of imperialism” . . . because it retains control in the hands 
of the teacher rather than the learner. (Crawford 1995: 28) 

Another view of the value of textbooks is that textbooks and teacher’s 
manuals can help inexperienced teachers develop skills in teaching. Many 
teacher’s manuals for ESL course books are hence not only guides on how 
to use the book but also serve as teacher training manuals for inexperi- 
enced teachers, with detailed advice on such things as how to use small 
group teaching, approaches to grammar teaching in a communicative 
class, strategies for error correction, or the philosophy of process writing 
and how to implement it — information that goes well beyond the context 
of a particular text. 

However, others see textbooks as an impediment to teacher develop- 
ment. Swan (1992: 33), for example, warns: 

The danger with ready-made textbooks is that they can seem to absolve 
teachers of responsibility. Instead of participating in the day-to-day decisions 
that have to be made about what to teach and how to teach it, it is easy to just 
sit back and operate the system, secure in the belief that the wise and virtuous 
people who produced the textbook knew what was good for us. Unfortunately 
this is rarely the case. 
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Allwright describes a deficiency view of textbooks based on the notion of 
“teacher-proofing.” Teacher-proofing is based on the assumption that 
teachers cannot always be trusted to teach well and that textbooks should 
be designed to compensate for the inadequacies of teachers. Textbooks 
that are based on sound theories and organized along scientific principles 
provide a system, a predetermined content, and a set of instructional 
tasks, and can therefore compensate for the variations that are found in 
individual teaching skill in the real world. 

According to this view, we need teaching materials to save learners from our 
deficiencies as teachers, to make sure, as far as possible, that the syllabus is 
properly covered, and that exercises are well thought out, for example. This 
way of thinking might lead, at one extreme, to the idea that the ‘best’ teachers 
would neither want nor need published materials. At the other extreme we 
would have ‘teacher proof’ materials that no teacher, however deficient, would 
be able to teach badly with. (Allwright 1981: 6) 

Another potentially negative consequence of the use of textbooks is that 
they can lead to reification. Reification refers to the unjustifiable attri- 
bution of qualities of excellence, authority, and validity to published 
textbooks, a tendency often supported by the promotional efforts of 
publishers. In promoting their products, publishers often support the 
idea that their books represent the theories of experts or the most recent 
scientific research. With or without publishers’ efforts, however, there is 
the general expectation among teachers that textbooks have been care- 
fully developed through consultation with teachers and specialists and 
through field testing, and that the exercises and activities they contain 
will achieve what they set out to do. In some situations, this belief may 
be reinforced by culturally based views on the attributes of the printed 
word. Teachers in some parts of the world, for example, tend to assume 
that any item included in a textbook must be an important learning item 
for students, and that explanations (e.g., of grammar rules or idioms) 
and cultural information provided by the author are true and should not 
be questioned; they assume that they do not have the authority or knowl- 
edge to adapt the textbook. They likewise believe that activities found in 
a textbook are superior to ones that they could devise themselves. Ariew 
(1982: 11) observes: 

A textbook is often regarded as an immutable and almost mythical object. Our 
attitude about a text may border on reverence. Many of us will defend our 
chosen text passionately, at least for the first two years after its adoption. We 
rarely ask how the text came into being, or what forces were at work during 
its preparation. 

Reification of textbooks, if it occurs, results in teachers failing to look at 
textbooks critically and assuming that teaching decisions made in the 
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textbook and teaching manual are superior and more valid than those 
they could make themselves. 
A further consequence of the use of textbooks by teachers is that it 

may lead to a reduction of the level of cognitive skills involved in teach- 
ing if teaching decisions are largely based on the textbook and the 
teacher’s manual. This has been described as “deskilling” (Apple and 
Jungck 1990; Shannon 1987), or the loss of skills through their lack of 
use. Apple and Jungck (1990) see deskilling as a consequence of viewing 
teaching as a labor process in which there is a rationalization and stan- 
dardization of people’s jobs. They identify two significant consequences. 

The first is what we shall call separation of conception from execution. When 
complicated jobs are broken down into atomistic elements, the person doing 
the job loses sight of the whole process and loses control over her or his own 
labor because someone outside the immediate situation now has greater 
control over both the planning and what is actually to go on. The second 
consequence is related, but adds a further debilitating characteristic. This is 
known as deskilling. As employees lose control over their own labor, the skills 
that they have developed over the years atrophy. The are slowly lost, thereby 
making it even easier for management to control even more of one’s job 
because the skills of planning and controlling it yourself are no longer 
available. A general principle emerges here: in one’s labor, lack of use leads to 
loss. (1990: 230) 

If some of the essential skills of teaching are lost, such as inability to 
use the pedagogical reasoning skills that are involved in the preparation 
of instructional materials, the teacher’s role is trivialized and marginal- 
ized to that of little more than a technician. The teacher’s job is to study 
the teacher’s manual and follow the procedures laid out there. Rather 
than viewing teaching as a cognitive process that is highly interactional 
in nature, teaching is seen as something that can be preplanned by oth- 
ers, leaving the teacher to do little more than act out predetermined pro- 
cedures. Teachers now have little control over the goals or the methods 
of instruction, and more and more class time is occupied with students 
completing workbook tasks or working from the textbook under the 
teacher’s direction. If teachers allow textbooks to make most of their 
decisions for them and see their role as primarily managing the students 
through the materials, it is argued that the level at which teachers are 
engaged in teaching is reduced to a very superficial one. 

Studolsky (1989), on the other hand, questions the assumption that 
classroom instruction, particularly in elementary school, is dominated 
by textbooks. She suggests that it is necessary to distinguish three areas 
of influence on teaching and teacher planning: topics that occur in text- 
books, the actual material and exercises that occur on the pages of a 
book, and teaching suggestions given in the teacher’s manual. A teacher 
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might teach a topic presented in a book but use his or her own materials 
to supplement or replace the presentation in the book; a teacher might 
use teaching suggestions given in the manual without using the student 
text itself; or the teacher may use materials from other textbooks or 
workbooks to supplement the treatment given in the book. Studolsky 
argues that too little attention has been given to how teachers actually 
make use of textbooks and points out that “exactly what the presence of 
textbooks [in the classroom] signals about their use has not been ade- 
quately studied or analyzed” (p. 159). 

In a review of research on textbook use, A. Woodward (1993) con- 
cludes that use of textbooks depends on the teacher’s experience (inex- 
perienced teachers use textbooks more extensively than experienced 
teachers) and on the subject matter being taught (subject matter teachers 
use textbooks as a source for lesson content but not necessarily for teach- 
ing procedures, whereas reading teachers tend to follow textbooks more 
rigidly). 

Freeman and Porter (cited in Studolsky 1989), in an investigation of 
how teachers use textbooks, found that even when the choice and 
sequence of topics to be taught was determined by the textbook, teach- 
ers still had to make significant decisions concerning time allocation, 
expected standards of performance, and modifying instruction to suit 
different student abilities within the same class. Teachers were also selec- 
tive in the topics they chose from their textbooks. 

Studolsky (1989) examined teachers of math and social studies to 
determine the extent to which topics taught were from the book, which 
sections of the book or other materials were used, and the extent to 
which teachers followed suggestions in the teacher’s manual. She found 
that the six teachers she observed varied considerably in their use of text- 
books, the greatest area of influence being choice of instructional topics, 
though this did not extend to sequencing of topics. The teachers differed 
most in their use of classroom practices and teaching techniques and 
their use of activities from the teacher’s edition. Teachers were extremely 
selective in what they used from the textbooks and in following through 
on recommendations in the teacher’s manuals. Studolsky’s study suggests 
therefore that teachers’ abilities to teach and to employ pedagogical rea- 
soning skills were not negatively affected by the use of a textbook. 
Rather, the book served simply as a resource, which they drew from in 
different ways. Hence she concludes: 

We have found little evidence in the literature or our case studies to support 
the idea that teachers teach strictly by the book. Instead, we have seen 
variation in practice that seems to result from teachers’ own convictions and 
preferences, the nature of the materials they use, the school context in which 
they teach, the particular students in their class, and the subject matter and 
grade level they are teaching. (Studolsky 1989: 180) 
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Textbooks as products of compromise 

Two factors are involved in the development of commercial textbooks: 
those representing the interests of the author, and those representing the 
interests of the publisher (Byrd 1995a; Werner et al. 1995). The author 
is generally concerned to produce a text that teachers will find innova- 
tive, creative, relevant to their learners’ needs, and that they will enjoy 
teaching from. The author is also hopeful that the book will be success- 
ful and make a financial profit, since a large investment of the author’s 
personal time and effort is involved. The publisher is primarily moti- 
vated by financial success. However, in order to achieve a profit, pub- 
lishers generally recognize that a book must have qualities of excellence 
that will distinguish it from its competitors. Ariew describes the com- 
promises authors and publishers often have to make in order to achieve 
their sometimes conflicting goals. 

A truly innovative approach may be unfamiliar to teachers and so meet with 
their resistance; it may be threatening to the public responsible for text 
adoptions, and it may create public controversy. A publisher’s success is based 
on the ability to satisfy the majority of the public; thus, the preference to aim 
for the mainstream, to sterilize situations and vocabulary and arouse as little 
controversy as possible. These products of compromise may be as boring as 
the innovative materials are threatening. Falling too close to either end of the 
spectrum can have a catastrophic impact on a text’s marketability. Finding a 
perfect balance between innovation and saleability is maddeningly difficult. 
(Ariew 1982: 12) 

In an attempt to make an author’s manuscript usable in as large a mar- 
ket as possible, the publisher often has to change it substantially. Some 
of these changes are necessitated by the fact that teachers with very dif- 
ferent levels of experience, training, and teaching skill might use the 
book. Exercises should have explicit goals, procedures for using activi- 
ties should be obvious and uncomplicated, and teachers should not have 
to spend much time working out how fo use the material. In addition, 
content that would not be welcome in particular markets may have to be 
removed. As a consequence, much of the “flavor” and creativity of the 
writer’s original manuscript may disappear. 

At the same time, the publisher will try.to satisfy teachers’ expecta- 
tions as to what a textbook at a certain level should contain. For exam- 
ple, if an introductory ESL textbook does not include the present con- 
tinuous, teachers may feel that it is defective and not wish to use it. Ariew 
describes the process of making the textbook usable in the widest possi- 
ble market as “homogenization”: 

Many publishers systematically delete all (or all but traditional considerations 
of) topics believed to be controversial or taboo. This tendency has several 
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significant consequences. Besides making texts look alike, these biases affect 
the treatment of target cultures and may result in inaccurate descriptions or 
characterizations. The text becomes an ethnocentric clone of the most 
conservative expression of our own culture. (Ariew 1982: 12-13) 

However, no matter what the circumstances are that lead to the publica- 
tion of a textbook, the end result is still a very special kind of teaching 
resource. The process of writing a textbook calls on the writer’s peda- 
gogical reasoning skills (see Chapters 2 and 3) — that is, the ability to 
transform content into effective plans for lessons. The processes a text- 
book writer employs in writing a textbook are hence the same processes 
that a teacher employs in planning the content of a lesson. For example, 
in the case of commercial textbook writing, the writer (in conjunction 
with editors and consultants, many of them classroom teachers) first 
develops a syllabus for the book, specifying the topics, structures, skills, 
and other features that the book will cover. Once the writing process 
begins, the writer has to confront the problem that is at the essence of 
teaching — how to create a sequence of activities that leads teachers and 
learners through the content in a way that is at an appropriate level of 
difficulty, that is engaging, and that provides both motivating and useful 
practice. The preparation of a one-page activity in a textbook may hence 
represent many hours of time on the part of the writer, as well as feed- 
back from editors, reviewers, and field testers. The textbook writer has 
to draw on a considerable depth of knowledge regarding teachers, teach- 
ing, language, and learners in producing what might appear to be the 
simplest of lessons on the page. As Byrd observes: 

For the writer of textbooks, possibly the most demanding of the differences 
between writing for a particular class and writing for publication is the search 
for coherence. At its best, a textbook is a unified, seamless whole rather than a 
random collection of materials. The creative energy demanded for writing 
textbooks involves more than the ability to present language learning materials 
that are in some way different from those that have been published previously. 
Textbooks need to be different in conception and organization from the files of 
materials that all of us develop over the years as we teach our various ESL 
courses. (1995b: 7) 

Yet despite an author’s best efforts, textbooks seldom provide a perfect 
fit for the situations in which they are used; nor can they, because of the 
factors of compromise and homogenization described earlier. Teachers 
should therefore approach textbooks with the expectation that deletion, 
adaptation, and extension will normally be needed for the materials to 
work effectively with their class. These processes can be thought of as 
“deconstruction” and “reconstruction,” as teachers tailor the materials 
more closely to their students’ needs and to their own teaching style — 
processes that constitute the art and the craft of teaching. 
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Textbooks and teacher training 

Since it seems evident that despite the availability of other instructional 
resources, teachers and schools will continue to use commercial text- 
books extensively in the future, what can be done to ensure that text- 
books support rather than dominate teaching and that they enhance 
teachers’ level of involvement in teaching rather than hinder it? In order 
for textbooks to be able to serve as sources for creating teaching, teacher 
education programs need to provide participants with skills in evaluat- 
ing and adapting textbooks and other commercial materials and prepare 
teachers for appropriate ways of using textbooks. Yet in many such pro- 
grams, student teachers get conflicting messages about the role of text- 
books. In one course, the lecturer might discourage teachers from using 
textbooks, suggesting that current approaches to language teaching are 
not compatible with the use of commercial textbooks. In another course, 
the lecturer may suggest that textbooks are a useful resource. In many 
programs, however, the role of textbooks in teaching is not sufficiently 
acknowledged, and teachers get inadequate preparation in how to use 
textbooks in appropriate ways (Ball and Feiman-Nemser 1988). In the 
remainder of this chapter, activities for use in in-service courses and 
workshops for teachers are described. These activities seek to develop an 
understanding of the nature of textbooks and their role in teaching 
through the processes of analyzing what textbooks set out to do and how 
they do it, developing criteria for evaluating textbooks, providing expe- 
rience in preparing instructional materials, giving experience in adapting 
textbooks, and monitoring the use of materials in teaching. 

Examining the content of textbooks 

A study of the content of language textbooks is a useful activity in 
courses on curriculum design, methodology, and materials development. 
A wide variety of content issues can be examined, including cultural con- 
tent, linguistic content, and pedagogical content of textbooks. For exam- 
ple, in the area of cultural content, teachers may work in groups and 
examine a set of materials in terms of how they portray women, ethnic 
minorities, or the elderly, through identifying both the ways in which 
they are presented as well as the frequency with which specific types of 
people appear. A focus on the linguistic content of a textbook might 
involve examining a particular linguistic item or set of items in a text- 
book (e.g., how “if-clauses” are presented) and comparing the treatment 
given in the textbook with information in a reference grammar or lan- 
guage corpus. A focus on the pedagogical content of a textbook involves 
examining the teaching items and teaching strategies that occur in a 
book. This will be illustrated in more detail. 
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The first stage in reviewing the pedagogical content of a textbook is 
to determine exactly what it is that a book or unit from a book sets 
out to teach. For example, is the focus of a unit linguistic competence 
(e.g., grammar, pronunciation), language skills (e.g., listening, reading), 
learning strategies (e.g., dealing with unfamiliar vocabulary), test-taking 
skills (e.g., answering multiple-choice questions), or real-world tasks 
(e.g., filling out a job application)? The next stage involves examining the 
tasks employed in the textbook and identifying the different kinds of for- 
mats that are used to teach or practice different teaching items. For exam- 
ple, in examining tasks for the teaching of reading skills, one useful activ- 
ity centers on a discussion of Barrett’s taxonomy of levels of reading 
comprehension. Barrett’s (1968) taxonomy describes reading compre- 
hension in terms of five levels of response to a text: 

1. Literal comprehension (recognizing or recalling information stated 
explicitly in the text) 

2. Reorganization (analyzing, synthesizing, and organizing information 
that has been stated explicitly in the text) 

3. Inferential comprehension (using information that has been explicitly 
stated along with one’s own personal experience as a basis for con- 
jecture and hypothesis) 

4. Evaluation (making judgments and decisions concerning the value of 
ideas in a text) 

5. Appreciating (responding to the psychological, literary, or aesthetic 
impact of the text on the reader) 

Teachers can first examine exercise types that can be used with a reading 
passage to focus on each of the five levels of comprehension, and then 
develop their own exercises for each level to accompany different kinds 
of texts. Commercial ESL reading materials are also examined to deter- 
mine the levels of reading comprehension they set out to teach and how 
they do so. 

Developing criteria for evaluating textbooks 

Evaluation can take the form of a group activity in which teachers iden- 
tify criteria they would use in assessing a textbook, a unit of material, or 
an exercise. The focus is initially at a macro level (i.e., developing crite- 
ria that could be used with any kind of textbook), and then at a micro 

level (e.g., developing criteria for a specific kind of textbook, such as a 

conversation text). For the macro-level evaluation, criteria are identified 

under teacher factors, learner factors, and task factors. Under teacher 

factors, a group of teachers identified the following: 

— The book has a good teacher’s manual. 
— It is relatively easy to use. 
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It can be easily adapted to fit my class needs. 
It is culturally appropriate for my learners. 
The teaching points are easy to identify. 
It is not dependent on the use of equipment. 
It can be used with classes of mixed ability. 

Under learner factors they identified: 

The content interests the students. 
The level is appropriate. 
The cost is acceptable. 
It is motivating and challenging. 
The format is attractive and colorful. 

Under task factors, they specified: 

The tasks achieve their objectives. 
The tasks are self-explanatory. 
The tasks provide an element of challenge. 
The tasks are engaging and interesting. 
The tasks progress in difficulty throughout the course. 

For the micro-level evaluation, the teachers came up with the following 
criteria for evaluating a conversation text: 

It motivates learners to speak and provides a purpose for speaking. 
It works on the three essential skills of accuracy, fluency, and intelligi- 
bility. 
It promotes interaction (two- or three-way) and generates plenty of 
speaking practice. 
It develops awareness of cultural norms. 
It develops practical, usable skills; it has transfer value. 
It is practical in classroom terms. — ' 
It involves information/opinion sharing. 
It reflects students’ needs and experience. 
It practices relevant conversational functions. 
It provides all the support needed for completing tasks. 
It moves from controlled practice to fluency. 
It reflects conversational registers. 
It practices conversational strategies. 
It reflects authentic language use. 

Checklists from published sources are also examined (e.g., Daoud and 
Celce-Murcia 1979), and those, together with the teacher-generated cri- 
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teria, are used in examining textbooks and determining priorities for 
adaptation. 

Trying out materials design 

Experience in writing instructional materials is also invaluable for teach- 
ers, enabling them to appreciate the types of planning and decision mak- 
ing that materials design involves. Assigning a group of teachers an iden- 
tical task (such as developing a set of listening tasks around a listening 
text) and comparing the different solutions they arrive at is a useful way 
of comparing not only personal creativity, but also the different types of 
problems each teacher addressed and how they resolved them. Teachers 
can also compare their own efforts with those of a textbook writer. For 
example, they can be given a task to design that is similar to one in a text- 
book and be given the same goals and resources (e.g., a reading passage). 
After they have developed their exercises, they can be given the textbook 
writer’s exercises for comparison. Activities of this kind help teachers 
appreciate the kind of thought and effort that go into textbook prepara- 
tion and also give teachers skills they can use in adapting textbook exer- 
cises or developing their own materials. 

Monitoring the use of materials in teaching 

The focus of monitoring activities is on collecting data on teachers’ use 
of materials and using the information obtained to reflect critically on 
teaching. This can involve: 

1. self-report forms, in which teachers monitor how they use a text- 
book, how they adapt it, and how students respond to it. The infor- 
mation obtained may be used later for discussion and comparison 
with colleagues. 

2. journal-writing activities, in which teachers write about their use of 
materials, focusing on similar issues to those in (1). 

3. student reports on materials, either through questionnaires or journal 
writing. 

Parallel teaching 

Another useful activity is for a group of teachers to teach the same text- 
book or materials, to monitor their use of the materials, and then to meet 
regularly to compare in what ways they use the text, how they adapt and 
extend it, and how they incorporate it into their own teaching approach. 
The focus here is not on how to teach the book, but rather on how each 
teacher uses the book within the framework of his or her individual 
teaching approach. 
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Conclusion 

Textbooks appear to be an undervalued resource in language teaching. 
Despite their extensive use by teachers, acknowledgment of their role 
has in the past been somewhat unfashionable. In some situations, it has 
even been suggested that use of a textbook is an admission of incompe- 
tence, and textbook writing has been regarded as a crass commercial 
enterprise devoid of educational merit. But, as Dubin notes, this situa- 
tion is changing. 

Our own professional universe of language teaching is changing in regard to 
how large numbers of practitioners view the activity of producing materials for 
classroom instruction. An earlier era suffered from an abundance of textbooks 
so void of vitality that the entire genre could be stereotyped under the rubric: 
Le livre de ma tante est sur la table. Throwing brickbats at the textbook — and 
by extension at the author who produced those kinds of nonmeaningful 
sentences — used to be commonplace. 

More recent paradigms for language learning have widened the scope of 
materials for instruction, and, in so doing, have helped to legitimize the entire 
activity of materials production. (1995: 13) 

Despite this, we still have relatively little empirical data on how teachers 
use textbooks and the extent to which they influence their teaching. 
Clearly, textbooks do have the potential for assuming some of the 
responsibilities that teachers might wish to assume themselves, such as 
planning a syllabus, selecting topics and content for teaching, and devis- 
ing engaging learning experiences. On the other hand, many teachers are 
happy to leave this task to the textbook writer, and to see their respon- 
sibility as personalizing the text for their learners, adapting and supple- 
menting it, building links from the textbook to past and future learning, 
and developing ways of going beyond the textbook based on the learn- 
ers’ interest and response. Activities such as these are still a fundamental 
part of every teacher’s pedagogical expertise and responsibility, and in no 
way need lessen the level at which a teacher is involved in the process of 
teaching. . 

However, it is also possible for teachers to be relatively uninvolved in 
teaching, and to see their role simply as presenters of material contained 
in the textbook. Under circumstances such as these, there is indeed a 
potential deskilling effect for textbooks. To avoid this possibility, it is 
essential to give teachers the knowledge and skills needed to evaluate and 
adapt textbooks — to prepare them to use textbooks as sources for cre- 
ative adaptation. In this way, the potential negative impact of using text- 
books can be minimized and they can find their rightful place in the edu- 
cational system — namely, as resources to support and facilitate teaching 
rather than dominate it. 
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8 Through other eyes: Revisiting 
classroom observation 

Observation of experienced teachers has always played an important 
role in teacher education. Traditional views of observation argue that 
through observing how teachers conduct their lessons, solve problems of 
classroom management, and interact with students, novice teachers can 
develop a repertoire of strategies and techniques that they can apply in 
their own teaching (Good and Brophy 1987). Day (1990: 43) describes 
the following goals for classroom observation: 

— developing a terminology for understanding and discussing the teach- 
ing process 
developing an awareness of the principles and decision making that 
underlie effective teaching 
distinguishing between effective and ineffective classroom practices 
identifying techniques and practices that student teachers can apply to 
their own teaching 

Observation is often based on the assumption that acquiring skill in 
teaching involves learning how to do things — that is, the mastery of spe- 
cific types of behaviors — and that these are observable in the lessons of 
good teachers. As Acheson and Gall (1987:28) point out, “The first per- 
spective for identifying characteristics of effective teaching is to examine 
what teachers do in the classroom.” Typical “how to” dimensions of 
teaching that can form the focus of observation include: 

— how the teacher starts and ends a lesson 
— how the teacher allots times within a lesson 
— how the teacher assigns tasks to students 

how the teacher organizes learning groups 
— how the teacher supervises students while they are learning 

how the teacher asks questions 
how the teacher reinforces student answers 

Since observation appears to be a relatively simple activity to organize 
and one that offers immediate tangible benefits, it is not surprising that 
it plays a core role in many ESL/EFL teacher education programs. How- 
ever, what we can expect to gain from observation is dependent upon 
how we understand the nature of teaching. While teaching would appear 
to be an observable phenomenon, only aspects of it in fact are observ- 
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able. For example, underlying such an apparently straightforward issue 

as the type of questions a teacher uses when exploring a topic within a 

lesson (e.g., whether “high-order” or “low-order” questions are asked) 

lie more complex issues, such as why the teacher opted for one type of 

question as opposed to another. 

The ability to ask higher-order questions is a competency; clarity is not. There 
are times when higher-order questions are inappropriate, when the teacher 
who can ask them should not do so; there is no time when clarity is 
inappropriate. Research on teacher competencies must take account not only 
of how teachers behave, but when and why they behave as they do. (Medley 
1979: 16) 

In other words, the significance of what is observed depends on the the- 
ory of teaching (or the particular approach or methodology) the teacher 
holds (see Chapter 2). One teacher may subscribe to a learner-centered 
philosophy of teaching and believe that learners “acquire” a second lan- 
guage through engagement with meaningful interactive tasks at an 
appropriate level of difficulty. Hence that teacher provides a minimum of 
teacher intervention during a lesson. Another teacher may believe in the 
need to provide learners with a structured learning program to follow, 
incorporating explicit grammar-focused tasks. Consequently, the two 
teachers’ classroom behaviors may differ significantly with respect to key 
elements of a lesson and cannot be understood without knowing the phi- 
losophy of teaching (or the maxims) each is operating from. It is for this 
reason that when different people discuss the same lesson (e.g., a teacher, 
a supervisor, and a student teacher), they often give contradictory ac- 
counts of the same event (Fanselow 1977). 

In using classroom observation in language teacher education pro- 
grams, it is therefore necessary to go beyond a focus on the identification 
of the techniques and strategies experienced teachers employ and to use 
observation as a way of collecting information that can be used to de- 
velop a deeper understanding of how and why teachers teach the way 
they do and the different ways teachers approach their lessons. In this 
chapter, observation is examined in terms of how it can assist both coop- 
erating teachers (those who are observed) and novice teachers to develop 
a reflective approach to teaching. 

Observation of other teachers 

In the most frequent type of observation, teachers in training sit in on the 
classes of experienced teachers. In reality the latter often resent being 
observed. Many teachers feel distracted by the presence of an observer 
and feel that despite the intention that observers should observe and not 
evaluate, it is impossible to watch another teacher teach without form- 
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ing some sort of impression of how successful the lesson was. It is there- 
fore natural for teachers to prefer not to be put in a situation where inex- 
perienced student teachers are given the opportunity to evaluate their 
lessons, particularly if they have no choice over who observes them, 
when, and why. The use of guidelines such as the following go some way 
toward minimizing the negative consequences of having an observer in 
the classroom: 

1. Observation should have a focus. The value of observation increases 
if the observer knows what to look for. An observation that concludes 
with a comment such as, “Oh, that was a really nice lesson,” is not 
particularly helpful to either party. On the other hand, giving the 
observer a task, such as collecting information on student participa- 
tion patterns during a lesson, provides a focus for the observer and 
collects useful information for the teacher. 

. Observers should use specific procedures. Lessons are complex events 
with many different activities occurring simultaneously. An observer 
who wants to observe teacher-student interaction, for example, could 
use a variety of procedures to make the task more effective, such as 
using a class seating plan or a class list to check off the frequency of 
different types of interaction (see Table 8.1). 

. The observer should remain an observer. An observer cannot observe 
effectively if participating in the lesson. 

TABLE 8.1 A CODING FORM FOR STUDENT RESPONSES TO QUESTION TYPES 

WOWONINNAWNH KH 

10 
11 

Question Question types Responses Answers 

number Factual Inferential Invited Voluntary Key word Elaboration 

Jv J J 
J v J 
v J J 

v J J 
J J J 

vo J J 
Jo o v 

J J J 
J J J 

Jv v J 
J v J 

J J J 12 

Note: This observation form consists of categories of classroom behaviors. 
The observer checks the appropriate category whenever the behavior is 
displayed during the lesson. 
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An additional way of improving the value of classroom observation is 

to establish a nonevaluative role for observers through giving them tasks 

to complete that involve collecting information rather than evaluating 

performance, and having the cooperating teacher determine what these 

tasks are. This means that cooperating teachers need to have a clearer 

understanding of the role of observation and its potential for helping 
develop a reflective orientation to their own teaching. 

A critically reflective approach to teaching is one in which inquiry and 

reflection are seen as central to the process of teacher development. The 

skills of self-inquiry and critical thinking are designed to help teachers 

move from a level where they may be guided largely by impulse, intuition, 

or routine, to one where their actions are guided by reflection and critical 

thinking (Boud, Keogh, and Walker 1985). How can the experience of 

being observed by a student teacher assist teachers in this process? 
Reflection, or “critical reflection,” refers to an activity or process in 

which an experience is recalled, considered, and evaluated, usually in 
relation to a broader purpose. It is a response to a past experience and 
involves conscious recall and examination of it as a basis for evaluation 
and decision making and as a source for planning and action (Bartlett 
1990). Bartlett argues: 

Becoming critical means that as teachers we have to transcend the technical- 
ities of teaching and think beyond the need to improve our instructional 
techniques. This effectively means we have to move away from the ‘how to’ 
questions, which have a limited utilitarian value, to the ‘what’ and ‘why’ 
questions, which regard instructional and managerial techniques not as ends in 
themselves but as a part of broader educational purposes. (1990: 205) 

Participation in classroom observation is one way of developing a reflec- 
tive stance toward one’s teaching. An observer can assist an experienced 
teacher in this process by collecting information about aspects of teach- 
ing that a teacher wants to learn more about, information that he or she 
would normally be unable to collect alone. This might involve the 
observer preparing a written descriptidn of the lesson or parts of it, or 
using checklists or coding systems to capture details of the lesson. The 
information so collected can be used by the cooperating teacher as the 
basis for critical reflection and by the observer who is normally doing 
observation tasks as part of a teacher preparation course. 

The following are examples of topics identified by teachers for 
observers to collect information on during reflective classroom observa- 
tion of this kind. These topics reflect the teachers’ concerns and interests 
related to their own teaching. 

Organization of the lesson: the opening, structuring, and closure of the 
lesson 
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Teacher’s time management: allotment of time to different activities dur- 
ing the lesson 

Students’ performance on tasks: the strategies, procedures, and interac- 
tion patterns employed by students in completing a task 

Time-on-task: the extent to which students were actively engaged during 
a task 

Teacher questions and student responses: the types of questions teachers 
asked during a lesson and the way students responded 

Teacher’s explanations: how the teacher explained vocabulary items dur- 
ing a lesson 

Teacher’s action zone: the extent to which the teacher interacted with 
some students more frequently than others during a lesson 

Student performance during pair work: the way students completed a 
pair work task, the responses they made during the task, and the type 
of language they used 

Classroom interaction: teacher-student and student-student interaction 
patterns during a lesson 

Use of the textbook: the extent to which the teacher used the textbook 
during a lesson and the types of departures made from it 

New teaching activity: class performance during a new teaching activity 
Group work: students’ use of L1 versus L2 during group work, students’ 

time-on-task during group work, and the dynamics of group activities 

The observers were able to collect useful information on these issues, 
revealing things that the teachers themselves were often unaware of. 
None of these topics requires the observer to evaluate the teacher’s les- 
son. The observer’s role is that of an assistant to the teacher, collecting 
information that the teacher would like to examine and reflect on. 

Procedures used by the observers in collecting the foregoing informa- 
tion included the following: 

Time samples: The observer notes down specific behavior displayed at 
specified time intervals during a lesson. 

Coding forms: The observer checks the appropriate category on a set of 
coded categories of classroom behaviors whenever a behavior is dis- 
played during the lesson. 

Descriptive narrative (broad): The observer writes a narrative summa- 
rizing the main events that occur during the lesson. 

Descriptive narrative (narrow): The observer writes a narrative focusing 

on a particular aspect of a lesson. For example, the observer describes 
what a single student did and said throughout a lesson. 

Once the observations have been made, the observer provides a copy of 

any information obtained for the teacher. Information collected in this 

way forms the first part of the cycle of reflective teaching, which Bartlett 
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(1990) refers to as mapping. This involves collecting information about 
the observable dimensions of teaching, which can feed into the subse- 
quent cycles of critical reflectivity (Bartlett 1990: 209-13): 

Level Questions 
1. Mapping What do I do as a teacher? 
2. Informing What is the meaning of my teaching? 

What did I intend? 
3. Contesting How did I come to be this way? 

How did my present view of teaching emerge? 
4. Appraisal How might I teach differently? 
5. Acting What and how shall I now teach? 

But what can the observer learn from this process? Observers are typi- 
cally student teachers completing a course in classroom observation as 
part of a degree or professional diploma and may have no choice about 
their participation in observation activities. They may have no choice 
about the focus of their observations, since the aspects of classroom 
behavior and action they are assigned to observe may be related to issues 
discussed in other classes and are not chosen by the student teacher. In 
such cases, it is important for the student teacher and the cooperating 
teacher to negotiate a focus for the observation that will provide useful 
information for both parties. 

For example, the observation topic for the week for the student 
teacher may be “teacher’s questions.” In order for cooperating teachers 
to benefit from the experience of being observed, they will first have to 
give some thought to how they approach questioning in the classroom. 
This will involve considering questions such as these: 

What is my philosophy of questioning? 
What do I believe to be effective and ineffective questioning behavior? 
What are the main purposes for asking questions? 
What types of questions are simplest and most difficult for my learners? 
What sorts of answers do I encourage from learners? 
How do I encourage learners to ask questions? 

Posing questions like these is the first step in developing a focus for the 
student teacher’s observation of a lesson. Prompted by an interest in the 
complexity of the questions she used in her classes, a teacher developed 
an observation task for a student teacher that required the observer to 
note down the frequency of different question types during a lesson (see 
Wajnryb 1992: 47), focusing on: 

Yes/No questions 
Short-answer questions 
Open-ended questions 
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Display questions 
Referential questions 

Collecting this information for the cooperating teacher provided the 
mapping information. Shortly after the lesson, the cooperating teacher 
and the observer met to discuss the information that had been collected. 
Conversations such as these are an invaluable teacher training experi- 
ence, because they enable the experienced teacher to reflect on an aspect 
of his or her teaching (i.e., they engage the teacher in the informing and 
contesting phases of the reflective teaching cycle), and they enable the 
novice teacher to share and understand some of the thinking that under- 
lies how an experienced teacher teaches. This gives a focus to field expe- 
riences that is often lacking. 

Peer observation 

The foregoing approach to observation can also be used as the basis for 
peer observation. Despite the advantages often claimed for peer observa- 
tion, it is not a common practice in many schools or institutions, because 
of its evaluation element and because of logistical difficulties in arranging 
such activities within the context of teachers’ timetables. In addition, the 
purpose for peer observation is often not clear to teachers. Although it 
can have practical benefits for individual teachers as well as longer-term 
benefits for a language program as a whole, clear lines of communication 
about the nature and purpose of peer observation are essential from the 
very start. If viewed as simply another initiative from the administration, 
it may be resisted. Peer observation should be approached as an oppor- 
tunity for teachers to develop a critically reflective stance to their own 
teaching. Rather than viewing peer observation as an evaluative proce- 
dure, teachers should see themselves as coresearchers collaborating for 
each others’ benefit. 

This was the approach taken in a large language department, where it 
was selected as one of a number of activities teachers could choose to 
participate in as part of their long-term professional development 
(Richards and Lockhart 1991). The following guidelines were developed 
by the participating teachers for implementing peer observation. 

1. Peer observation would be voluntary. 
2. Participants would select their own partners to work with. 
3. Each participant would both observe and be observed. Teachers 

would work in pairs and take turns observing each other’s classes. 
4. Preobservation orientation session: Before each observation, the two 

teachers would meet to discuss the nature of the class to be observed, 
the kind of material being taught, the teacher’s approach to teaching, 
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the kinds of students in the class, typical patterns of interaction and 

class participation, and any problems expected. These discussions 

usually took no more than half an hour, as the participating teachers 

were often teaching similar classes and covering similar kinds of 

material. The aim of these discussions was for the teacher being 

observed to assign the observer a goal for the observation and a task 
to accomplish. The two teachers would agree on observation proce- 
dures or instruments to be used during this session and arrange a 
schedule for the observations. 

5. The observation: The observer would then visit his or her partner’s 
class and complete the observation using the procedures that both 
partners had agreed on. 

6. Postobservation: The two teachers would meet as soon as possible 
after the lesson. The observer would report on the information col- 
lected and discuss it with the teacher. 

The teachers who participated in the project reported that they gained 
a number of insights about their own teaching from their colleague’s 
observations. For example: 

“It provided more detailed information on student performance during specific 
aspects of the lesson than I could have gathered on my own.” 

“It revealed unexpected information about interaction between students 
during a lesson.” 

Some identified specific aspects of their teaching that they would like 
to change as a result of the information their partner collected: 

“It made me more aware of the limited range of teaching strategies that I have 
been using.” 

“I need to give students more time to complete some of the activities I use.” 

“T realized that I need to develop better time management strategies.” 

Longer-term benefits to the department were also cited: 

“It helped me develop a better working relationship with a colleague.” 

“Some useful broader issues about teaching and the programme came up 
during the postobservation discussions.” 

Although none of the teachers felt that the observations were disruptive, 
a few of the participants pointed out changes in the dynamics of the 
class: 

“I think my students were more enthusiastic than usual.” 

“There was a greater tendency for English to be used and probably a greater 
degree of attention to the task.” 
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“The students became a bit more tense.” 

The teachers also gave a number of suggestions for implementing peer 
observation: 

i. For maximum effectiveness, peer observation should be carried out 
regularly. Most participants felt that twice during a ten-week teach- 
ing cycle would be optimal. 

2. A timetable for peer observation activities should be set so that teach- 
ers are comfortable with it in light of their teaching and other com- 
mitments. 

3. Depending on the focus of the observation, a tape recording of the 
lesson could be useful when reviewing the observer’s notes. 

4. Teachers are most likely to benefit from peer observation if they want 
to look at a specific need or issue in more detail. For example, a 
teacher may be concerned that some students are getting very little 
language practice during lessons and could invite a colleague to col- 
lect information on student output during a lesson. 

5. Descriptive narratives are useful as a starting point, since they can 
help identify areas a teacher may wish to explore in more detail. 
However, follow-up observations should be more focused, using spe- 
cific observation forms or procedures. 

6. Although participants had been asked not to evaluate the lessons they 
observed, they felt that once a supportive and collaborative relation- 
ship had developed between the two teachers, feedback could some- 
times include an evaluative component. It was suggested that the 
observer could focus on the following questions in the postobserva- 
tion discussion: 

“What worked best in the lesson?” 
“What was the least effective part of the lesson?” 
“What would you have done differently if you had taught the lesson?” 

Three-way observation 

While observation usually involves a novice teacher observing an expe- 
rienced teacher’s class, or colleagues observing each other’s classes in the 
case of peer observation, an alternative option is to use students’ per- 
ceptions of the lesson as a third source of information. A strategy of 
three-way observation was developed in response to a request from a 
group of new and inexperienced teachers in a language department for 
assistance in professional development from experienced teachers in the 
program. In this case, the novice teachers wanted evaluative feedback on 
their teaching but wanted to combine this with feedback from their stu- 
dents. It was decided to implement the following strategy: (a) Pairs of 
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inexperienced and experienced teachers decided to work together. Usu- 
ally the novice teacher invited a colleague to collaborate. (b) Each pair 
of teachers arranged to carry out several observations of each other’s 
classes — that is, to take part in peer observation. (c) Rather than use the 
procedures for peer observation described in the previous section, data 
were collected at the end of each lesson on the students’, the teacher’s, 
and the observer’s perceptions of the lesson. This information was col- 
lected in the following way. 

At the end of a lesson, the teacher alotted 5-7 minutes to the follow- 
ing activities: 

The students’ task: 
Think back on the lesson that you just had and write answers to these 
questions. 

1. What were the main goals of the lesson? 
2. What is the most important thing you learned from this lesson? 
3. What did you think was the most useful part of the lesson? 
4. Was there anything about the lesson that was not very useful to you? 

The observer’s task: 
As you observe the lesson, try to answer these questions. 

What were the main goals of the lesson? 
What is the most important thing the students learned from the lesson? 
What did you think was the most successful part of the lesson? 
Was there anything about the lesson that was not very successful? 
How did you feel about the lesson as a whole? Sa ge to A ae 

The teacher’s task: 
At the end of the lesson you taught, answer these questions: 

. What were the main goals of the lesson? 

. What is the most important thing the students learned from the lesson? 

. What did you think was the most successful part of the lesson? 
Was there anything about the lesson that was not very successful? 
How did you feel about the lesson as a whole? WAR WN 

The class teacher then collected the students’ comments and arranged for 
a time to review them together with the observer’s comments. Several 
interesting insights emerged from their subsequent conversations. First, 
there was often a much closer correspondence between the three sources 
of information on the goals of lessons taught by experienced teachers 
than by the inexperienced teachers. In other words, the experienced 
teachers were often more successful than the others in communicating 
their goals and intentions during a lesson. And when an inexperienced 
teacher observed an experienced teacher’s lesson, there was a higher 
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degree of agreement as to what the goals of the lesson were. In the case 
of the inexperienced teachers, however, there was sometimes an appar- 
ent mismatch between what they set out to do in a lesson and what either 
the observer or the students thought the goals of a lesson were. For 
example, a lesson that a novice teacher had intended to be seen as an oral 
fluency lesson was thought to be many different things to the students. 
Some had no clear sense of what they had been learning, some thought 
vocabulary was the primary focus, and another thought it was a review 
lesson. This confirms D. Allwright’s (1984) observation that learners’ 
interpretations of lessons often differ greatly from those of teachers, and 
Block’s comment on “the existence of a gap between the way teachers 
and learners ‘see’ the classroom and all that occurs within it” (1996: 
168). In the present case, this gap was greatest with the inexperienced 
teachers. 

Second, the comments on the most successful part of lessons also 
revealed differences between the views of the experienced and inexperi- 
enced teachers. The latter tended to comment on what worked best from 
their point of view as a teacher — that is, they gave a teacher-based 
account of the highlights of the lesson. The former tended to focus more 
on the learners and what was likely to be of most benefit to them. For 
example, one of the inexperienced teachers thought a spontaneous 
vocabulary activity was the most successful part of one of his lessons. 
Based on a student’s question, he had spent some time developing pairs 
of contrasting adjectives, which led into a short oral drill. He thought he 
had handled this procedure very well. The teacher-observer, however, 
thought the best part of the lesson was a small group activity, in which 
he observed the learners engaged in genuine interaction around the task. 

The most useful outcome of the three-way observation activities, how- 
ever, was that they enabled experienced teachers to serve as valued men- 
tors to their less experienced colleagues. In one case, the two participat- 
ing teachers worked out a program to address specific problems they had 
identified with the inexperienced teacher’s teaching. The fact that the 
experienced teacher was willing to go through the same process of criti- 
cal self-reflection gave her greater credibility in the eyes of the novice 
teacher, but it also enabled her to learn more about her own teaching 
from the experience. Novice teachers reported the following about par- 
ticipation in three-way observation: 

“I have learned how much I can learn from my students.” 

“It’s amazing what you can learn from your own mistakes!” 

“It has taught me how much I can learn from my colleagues.” 

“I have learned the value of evaluating myself. Also now I know more about 

my strengths as a teacher as well.” 
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“This has given me more confidence as a teacher.” 

“I have realized the importance of thinking about how the students 
understand what I am trying to do.” 

At the same time, it was also found to be a useful activity for the experi- 
enced teachers who participated, whose comments included: 

“It was useful to work with a less experienced colleague and to find out the 
kinds of issues that were difficult for him.” 

“The opportunity to think through how I approach my teaching was very use- 
ful.” 

“It helped me get to know my colleagues better and to realize their strengths.” 

“It has made me more thoughtful about my teaching.” 

Conclusion 

Our understanding of the role of classroom observation in teacher edu- 
cation has changed in recent years as a result of a movement away from 
a technical view of teaching, which focuses on identification of the 
behaviors and skills employed by effective teachers, to a focus on the 
complex meanings underlying the observable acts of teaching. Reflective 
observation — that is, observation that is linked to critical reflection — is 
one strategy that can be used to help teachers develop a deeper under- 
standing of themselves as teachers and so be better prepared to make 
decisions about their own teaching. As Dewey observed in 1904, prepar- 
ing teachers to be critically reflective about their practice may be more 
important in the long term than focusing on mastery of the techniques 
and skills that form the mainstay of much teacher education practice. 
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9 Reflective thinking through 
journal writing 

Jack C. Richards and Belinda Ho 

The goal of many in-service teacher education programs is to engage 
teachers in a process of critical reflection upon their current teaching 
beliefs and practices (see Chapter 8). The notion of reflective teaching, 
which is a dominant paradigm in teacher education programs around 
the world, including ESL teacher education programs, seeks to develop 
teachers who 

are willing and able to reflect on the origins and consequences of their actions, 
as well as the material and ideological constraints and encouragements 
embedded in the classroom, school and societal contexts in which they live. 
These goals are directed towards enabling teachers to develop pedagogical 
habits and skills necessary for self-directed growth and towards preparing 
them, individually and collectively, to participate as full partners in their 
making of educational policies. (Zeichner and Liston 1987: 4) 

Critical reflection has been much discussed since Dewey (1933: 9) 
originally conceived of “reflection,” which he defined as “active, persis- 
tent and careful consideration of any belief or supposed form of knowl- 
edge in the light of the grounds that support it and the further conclu- 
sions to which it tends.” Schon (1983, 1987) further developed Dewey’s 
notion of reflection with the concept of “reflection-in-action”: 

Reflection-in-action is a reflective conversation with the materials of a 
situation. Each person carries out his own evolving role . . . ‘listens’ to the 
surprises (‘back talk’) that result from earlier moves, and responds through 
on-line production of new moves that give new meanings and directions to the 
development of the artifact. (Schon 1987: 31) 

Calderhead (1989) summarizes Schon’s view of reflection-in-action as 
“the exercise of interactive, interpretative skills, in the analysis and solu- 
tion of complex and ambiguous problems,” and points out that teacher 
educators hold quite disparate assumptions about the nature of reflec- 
tion and how it informs the applications made of it in teacher education. 

A variety of approaches is currently used to help teachers develop a 
critically reflective approach to their teaching, including action research, 

case studies, ethnography, and journal writing (Calderhead 1989; Zeich- 

ner 1987). Journal writing, or the use of “learning diaries” (K. M. Bai- 

ley 1990; Jarvis 1992), learning logs (Porter et al. 1990), and dialogue 

journals (Barkhuizen 1995) may be used as a form of feedback for the 
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instructor (Murphy-O’Dwyer 1985) or used as a means of promoting 
reflective inquiry. Procedures used in journal writing include listing top- 
ics that aroused the students’ interest in lectures or coursework with per- 
sonal responses to them, personal accounts of professional growth and 
development, and written conversations between student teachers and 
the instructor. 

Most reports of journal writing stress the positive benefits for both 
student teachers and instructors. Barkhuizen quotes a student teacher’s 
comments on journal writing: 

“Writing up my journal has made me realize that writing about certain issues 
and forcing myself to reflect and bring them out into the open, has helped me 
to clarify them. It gets you to think about and express consciously, things that 
are unconsciously going on in your mind whilst you are learning how to 
become a teacher.” (1995: 2-3) 

Teacher educators are also generally positive about the use of journals. 
Reporting on the use of journals as a feedback mechanism in a teacher 
training course, Murphy-O’Dwyer writes: 

[It] enables receptive teachers to discover the importance of relating their own 
experience of learning to that of the pupils they teach. The insight is achieved 
through awareness of, for example, the importance of group dynamics; the 
role of the teacher as director, facilitator or guide; learners’ desire for positive 
feedback; reactions to different teaching styles; the variety of affective factors 
which influence learners’ attitudes to learning and the processes and strategies 
used in the classroom and how these affect learne .” attitudes to learning. 

Secondly, retrospection on, and analysis of, classroom processes and 
experiences can be a valuable consciousness-raising tool. Teachers see the 
value of developing their awareness of classroom processes, enabling them to 
make conscious and informed decisions in relation to their own teaching. 
(1985: 123-4) 

From an account of learning logs in teaching practice, Thornbury 
(1991) emphasizes the value of journal, writing in documenting trainees’ 
developing theories of teaching and in stimulating the development of 
craft knowledge. Brock, Yu, and Wong (1992: 295) summarize the ben- 
efits of journal-writing activities in teacher education: 

— They provide an effective means of identifying variables that are 
important to individual teachers and learners. 

— They serve as a means of generating questions and hypotheses about 
teaching and learning processes. 

— They enhance awareness about the way a teacher teaches and a stu- 
dent learns. 

— They are an excellent tool for reflection. 
- They are simple to conduct. 
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They provide a firsthand account of teaching and learning experiences. 
They are the most natural form of classroom research in that no for- 
mal correlations are tested and no outside observer enters the class- 
room dynamic. 
They provide an ongoing record of classroom events and teacher and 
learner reflections. 
They enable the researcher to relate classroom events and to examine 
trends emerging from the diaries. 

- They promote the development of reflective teaching. 

However, limitations in the use of journal writing have also been 
described. Burns (1995) reports the following comments by teachers on 
journal writing. 

Keeping a journal is time consuming. 
The activity is artificial, unless you are a regular journal writer and 
enjoy this form of communicating with yourself. 
Comments are unfocused. 
It’s an initially interesting, but ultimately tedious, activity. 
Journals are difficult to analyze and interpret. 

These comments illustrate the kinds of problems that Jarvis (1992) and 
Barkhuizen (1995), among others, have commented on. For example, 
Jarvis (1992) comments on the difficulties some participants have in 
moving beyond description to a more reflective mode of writing. She 
notes that teachers’ journal entries sometimes fail to make links between 
what they write about and their own classroom practices, and that some- 
times little sense of “reflection on practice” is evident. Barkhuizen points 
out that while some teachers enjoy journal writing and write meaning- 
fully and reflectively, this is not true of all teachers: 

Some writers do not enjoy writing journals. For some reason they lack 
motivation, they are not interested and are not prepared to give journal 
writing a chance. These students plod along, writing short uninspired entries 
until the end of the course. (1995: 25) 

The demands journal writing places on instructors should also not be 
underestimated. Reading and commenting on thirty journal entries a 
week can prove very time consuming, and entering into a reflective con- 
versation with the student teacher may not come easily for the instructor. 

The study described in this chapter was prompted by the concern 

expressed by Barkhuizen, namely, that journal writing may not neces- 

sarily engage teachers in a process of critical reflection, and describes a 

study of teachers’ journals in an in-service teacher education program for 

second language teachers. 
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Journal writing in an MA TESL program 

Background 

Journal writing in the present study was one of several procedures used 
to develop critical reflection among in-service teachers completing an 
MA TESL degree (other procedures included action research, case stud- 
ies, and teaching portfolios).! The MA course was aimed at secondary 
school English teachers in Hong Kong and was offered part-time over 
two years, during which the participants completed a variety of modules 
on theory and practice in TESOL. During the first semester of the pro- 
gram, students completed a module called “Reflective Teaching,” which 
sought to orient them toward the reflective philosophy of the program as 
a whole. The teachers examined a number of central issues in teaching, 
such as teacher belief systems, teacher decision making, the role of the 
teacher, learning strategies, and classroom interaction (Richards and 
Lockhart 1994). The topic that was the focus each week served as the 
basis for self-observation of the teacher’s class and small-scale investiga- 
tive activities, as well as journal writing. It is the journal writing compo- 
nent that is examined here. . 

Since the introduction of the MA program in 1989, a number of 
attempts have been made to use journal writing as a reflective tool, and 
the procedures used have been modified as a result of feedback. As of this 
writing, the following procedures had been adopted: 

- Teachers are introduced to journal writing at the beginning of the pro- 
gram and given guidelines to follow (see Appendix). 

— They are requested to make journal entries on a regular basis, such as 
once or twice a week, either as a response to the general reflection 
guidelines, or in response to the topic that is the focus of the weekly 
lecture session. 

— At the end of each journal entry, the teachers pose two or three reflec- 
tive questions about their entry. They bring their journals to class each 
week during the tutorial session that Complements the lecture/discus- 
sion input of the module. 
The teachers read each other’s journal, entries during the tutorial and 
discuss the questions they raised. 

I 

In line with the philosophy of the MA program, the program itself is 
subject to ongoing review through critical reflection. In the “Reflective 
Teaching” module, this has involved critically examining the value of the 
journal-writing experience in order to convince ourselves that it serves a 
function other than “busy work.” If journal writing helps develop a crit- 

1 We are grateful to the teachers who participated in this study for allowing us access to 
their journals. 
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ically reflective orientation to teaching, what evidence can we look for to 
confirm that this actually happens? In order to help answer this question, 
it is first necessary to operationalize the notion of critical reflection. 
A number of researchers have attempted to analyze what teachers 

write about in journals in order to characterize the nature of critically 
reflective thinking. Roderick (1986) analyzed weekly dialogue journals 
kept by student teachers over a semester and studied the entries for 
recurrent themes and patterns. Her focus was on how the students per- 
ceived themselves as teachers. She examined the students’ journals for 
the following categories: 

general statements about self 
statements about teaching in general 
positive statements about self as teacher 
positive confirming statements 
negative statements about self as teacher 
statements about changes in self from beginning to end of semester 
statements reflecting future goals 
statements giving rationale for view of self 
statements describing experiences that helped a person develop as a 

teacher 

In the present study, it was decided to focus on four issues in the teach- 
ers’ journal writing: (1) the questions the teachers asked about their 
teaching; (2) what they wrote about in their journal narratives; (3) 
whether their questions and narratives could be described as critically 
reflective; and (4) whether the journal-writing experience developed the 
teachers’ sense of critical reflectivity over time. 

Design of the study 

The thirty-two subjects of the study were teachers enrolled in the MA 
TESL program in 1991-2. They were all teaching regular classes in Hong 
Kong secondary schools or tertiary institutions and had an average of 
seven years’ teaching experience. We first focused on the questions the 
teachers posed at the end of their journal entries. The journals of ten of 
the teachers were then selected for closer analysis in order to identify the 
topics they wrote about. These journals were from teachers who 
reported that they spent a minimum of 30 minutes on each journal entry. 
Each teacher made an average of 8.5 journal entries during the 10-week 
semester, which were typically two to three pages in length. In order to 
be able to analyze the journals, the topics each teacher wrote about were 
identified and coded. This information, together with the full set of 
teacher questions, provided the data for the study. 
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Results 

THE KINDS OF QUESTIONS THE TEACHERS ASKED 

The thirty-two teachers asked a total of 348 questions at the end of their 
journal entries. These questions were of four main types: (1) questions 
that asked about the purpose, rationale, significance, or meaning of an 
incident or issue; (2), those that asked for information or explanations 
about theories, strategies, approaches, and hypotheses; (3) questions 
that asked for judgments, or reactions to and evaluations of things teach- 
ers had done; (4) questions that asked for suggestions about teaching 
ideas, techniques, and procedures. We classified the questions according 
to level of reflectivity, based on the distinction used by Bartlett (1990). 
Table 9.1 shows examples of these categories of questions and their fre- 
quencies in the data set. The majority of the questions the teachers posed 
were not very reflective, since they tended to deal with questions con- 
cerning teaching techniques and procedures rather than deeper dimen- 
sions of teaching. Only 19% of the questions the teachers asked seemed 
to “transcend the technicalities of teaching” (Bartlett 1990: 205). We 
also analyzed the teachers’ journal entries in order to find out whether 
the teachers were writing in a critically reflective mode. 

WHAT THE TEACHERS WROTE ABOUT 

The teachers’ journal entries were first coded by the investigators accord- 
ing to four general categories (Table 9.2). These refer to the expository 

TABLE 9.I . FREQUENCY OF QUESTION TYPES ACCORDING TO LEVEL OF 

CRITICAL REFLECTIVITY 

Level of Question 
reflectivity category Example Frequency 

Highest 1 Will this kind of activity 40 (11.5%) 
ever be useful to'them in J 
real life 1 wonder? 19% 

2 Is spontaneity something 26 (7.5%) 
that can be taught? - 

3 Should I have explained 164 (47.1%) 
the questions in more 
detail? 81% 

Lowest 4 What’s a better way of 118 (33.9%) 
dealing with error 
correction? 

Total 348 (100%) i ee ee 
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TABLE 9.2 TOPICS THE TEACHERS WROTE ABOUT 
SSS 

1. Theories of teaching 

Theories and beliefs about teaching and learning 
* a belief or conviction (e.g., what constitutes good language teaching) 
* an expert’s views (e.g., referring to Krashen’s views about language) 
* a justification for something (e.g., describing a theory to justify something the teacher did) 
* a personal opinion (e.g., expressing an opinion about the value of classroom observation) 

Applying theories to classroom practice 
* how a theory was applied (e.g., trying out a questioning strategy described in a lecture) 
* contradictions between theory and practice (e.g., describing why a classroom incident does 

not support a theory) 
* how theories changed (e.g., how classroom experience changes the teacher’s theories) 

2. Approaches and methods 

Approaches and methods in teaching 
* an approach or a procedure (e.g., the teacher’s approach to the teaching of reading skills or 

the procedures used during a listening lesson) 
The content of a lesson (e.g., a description of the content of a grammar lesson) 
The teacher’s knowledge 
* pedagogical knowledge (e.g., knowledge about the demands of class tasks) 
* knowledge and experience (e.g., pointing out how one’s teaching has become more 

student-focused) 
The learner’s background information (e.g., pointing out that students have little opportunity 

to practice English outside the classroom) 
The school context 
¢ The relation between teaching and the school context (e.g., how administrative constraints 

or school policies affect teaching) 

3. Evaluating teaching 

Evaluating lessons 
* positive evaluations of lessons (e.g., commenting that the lesson went well because all 

students were active in it) 
* negative evaluations of lessons (e.g., pointing out that the lesson failed to achieve its goals) 

Diagnosing problems 
¢ student’s problems (e.g., difficulties student had with particular grammar items) 
¢ classroom interaction (e.g., a planned grouping arrangement did not work because of 

problems students had interacting) 
¢ teacher’s problems (e.g., the teacher did not have time and energy to mark the students’ 
homework) 

Solutions to problems 
¢ alternative ways of presenting a lesson (e.g., beginning a lesson in a different way) 
¢ deciding on a plan of action (e.g., deciding to use role play activities more often) 
¢ seeking solutions from the tutor (e.g., asking for ways of overcoming particular difficulties) 

4. Self-awareness 

Perceptions of themselves as teachers 
¢ their teaching style (e.g., describing the style of teaching they feel more comfortable with, 

such as a teacher-centered style) 
* comments on their language proficiency (e.g., saying that they do not speak English 

fluently) 
Recognition of personal growth 
¢ how confidence has developed (e.g., describing how the teacher is less affected by problems 

that arise from teaching than before) 
Setting personal goals 
¢ self-development (e.g., identifying aspects of one’s teaching to work on in the future) 
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sections of the journals and include the following topics: (1) theories of 

teaching, (2) approaches and methods used in their lessons, (3) evaluat- 

ing their teaching, and (4) teachers’ self-awareness of strengths and 

weaknesses. 

SUMMARY OF THE TEACHERS’ ENTRIES 

The topics that the teachers wrote about and their frequencies are pre- 

sented in Table 9.3. Looking globally at the teachers’ journal entries, the 

most frequent topics written about were related to the evaluation of their 

teaching (185 references), followed by descriptions of the approaches 

and procedures they used (108 references), theories of teaching (93 ref- 

erences), and self-awareness of teaching (20 references). In relation to 

each category, the following general conclusions can be drawn: 

Theories of teaching: The teachers more frequently engaged in citing the- 

ories or evaluating them than in trying to apply them to their class- 

room practices. 
Approaches and methods: The teachers wrote more frequently about the 

methods and procedures they employed than about the belief systems 
or contextual factors underlying these techniques and procedures. 
Their focus was primarily on classroom experience, and there were 
few references that went beyond the classroom to the broader contexts 
of teaching and learning. 

Evaluating teaching: Entries in this category focused primarily on prob- 
lems that arose and on how problems were resolved. 

Self-awareness: There were few entries related to this aspect of teaching. 

When we look at the individual teachers, however, we see considerable 
differences in the choice of topics they wrote about. For example, 
Teacher 1 had many entries that were related to problems that arose in 
teaching and solutions to problems. She often referred to the theories of 
experts and was also interested in ‘tHe rationale for phenomena or 
actions. She also went beyond the classroom context, writing about such 
things as the effect of the learners’ backgrounds on their learning as well 
as about her experiences in teaching. 

Teacher 4, however, wrote mainly about the objectives of lessons and 
teaching procedures. He evaluated his teaching but did not attempt to 
find solutions to problems by using his own resources or by seeking 
answers from the tutors. 

Teacher 9 was also interested in the problems that arose in teaching. 
However, in contrast to Teacher 1, she wrote quite a bit about how she 
solved problems. When she wrote about the theories of teaching, unlike 
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Teacher 1 she focused on the application of theories to practice, rather 
than discussing theories for their own sake. Compared with the other 
teachers, she wrote the most about self-awareness as a language teacher. 

Teacher 10, like Teacher 9, focused on solutions to problems and 
application of theories. However, he did not write about anything 
beyond the classroom context, nor did he write anything about his self- 
awareness as a language teacher. 

Analysis 

Were the teachers engaged in critical reflection? 

A crucial question that this study sought to clarify was the extent to 
which the journal-writing experience involved the teachers in critical 
reflection on their own teaching practices. The mere fact of writing about 
teaching does not necessarily involve critical reflection, since teachers 
can write largely at a procedural level, focusing on trivial details rather 
than on deeper issues. The goal of activities like journal writing is to 
engage teachers in a deeper level of awareness and response to teaching 
than they would achieve by merely discussing teaching in terms of teach- 
ing procedures and lesson plans. Thus, as with the teachers’ questions, it 
was necessary in analyzing our data to distinguish between levels of 
reflectivity in the teachers’ journal entries. 

Bartlett (1990) describes five phases in the process of reflective teach- 
ing and sees each phase as focusing on the following questions: (1) Map- 
ping: What do I do as a teacher? (2) Informing: What is the meaning of 
my teaching? What did I intend? (3) Contesting: How did I come to be 
this way? How was it possible for my present view of teaching to have 
emerged? (4) Appraisal: How might I teach differently? (5) Acting: What 
and how shall I now teach? (See Chapter 8.) 
We can now look at the topics that the teachers wrote about again and 

categorize them by those that are primarily descriptive and those that 
involve critical reflection. From the list of categories identified in the 
teachers’ journal entries, the following were classified as primarily de- 
scriptive (cf. Table 9.2): 

1. Theories of teaching 

Theories and beliefs about teaching and learning 
— a belief or conviction 
— an expert’s views 

Applying theories to classroom practice 
— how a theory was applied 
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2. Approach and methods 

Approaches and methods in teaching 

The content of a lesson 

3. Evaluating teaching 

Solutions to problems 
— seeking solutions from the tutor 

The following were classified as primarily reflective: 

1. Theories of teaching 

Theories and beliefs about teaching and learning 
- a justification for something 
— a personal opinion 

Applying theories to classroom practice 
— contradictions between theory and practice 
— how theories changed 

2. Approaches and methods 

The teacher’s knowledge 
— pedagogical knowledge 
— knowledge and experience 

The learner’s background information 
The school context 

3. Evaluating teaching 

Evaluating lessons 
— positive evaluations of lessons 
— negative evaluations of lessons 

Diagnosing problems 
— student’s problems 
— classroom interaction 
— teacher’s problems 

Solutions to problems 
— alternative ways of presenting a lesson 
— deciding on a plan of action 

4. Self-awareness 

Perceptions of themselves as teachers 
— their teaching style 
— comments on their language proficiency 

Recognition of personal growth 

Setting personal goals 
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The extent to which the teachers’ journal entries can be considered 
reflective can be seen in Table 9.4. 

Summary of the extent of critical reflection 

From the information in Tables 9.3 and 9.4, we can see that the teachers 
differed considerably in the extent to which their journals evidenced 
traits of reflectivity. For example, Teachers 1 and 9 showed a far greater 
number of reflective traits than Teachers 4 and 7, whose journal entries 
more often related to descriptions of techniques and procedures. 

Even for the teachers who are classified as reflective, however, there 
were individual differences in how this reflectivity was manifested. 
Teacher 1, for example, brought knowledge and experience into the 
classroom and wrote about issues against a broader context and frame- 
work than simply classroom techniques. This teacher often reflected on 
the rationale behind lessons, the events that gave rise to specific prob- 
lems, and the range of solutions possible. She was very problem-focused 
and tried to find solutions to problems. Teacher 6 was reflective in a dif- 
ferent kind of way. This teacher wrote more about levels of self-aware- 
ness than the other teachers in the sample, and tried to link theories and 
practice to past and other experiences. Teacher 9 was also very problem- 
focused and set out to solve problems through reflection and analysis. 
This teacher tried to link theory to practice and also tried to generate the- 
ories from his classroom experience. 

Teachers 2, 3, 8, and 10, though still evidencing critical reflection in 
their writing, did so to a lesser extent than the others. Teacher 2’s entries 
tended to explore theories of teaching. Teacher 3 was often concerned 
with background factors beyond the classroom. Teacher 10 focused on 
writing about teaching experiences in order to solve problems that arise 
in teaching. The teachers who were the least reflective (Teachers 4, 5, and 
7) showed no traits of critical reflectivity that have frequencies above the 
mean in their journal entries. 

f 

The link between journals and reflectivity 

Another question this study sought to clarify was whether regular jour- 
nal writing over time increased the teachers’ capacity for critical reflec- 
tion. Many teacher educators regard journal writing as a process by 
which teachers will develop a more reflective approach toward teaching. 
Was there any evidence for this in the teachers’ journal entries? In order 
to answer this question, we identified seven traits of development in crit- 
ical reflectivity through examining the general patterns of each teacher’s 
journal entries: (1) a greater variety of types of critical reflectivity; (2) 
being better able to come up with a new understanding of theories; (3) 
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being better able to reflect across time span and experiences; (4) being bet- 
ter able to go beyond the classroom to broader contexts; (5) being better 
able to evaluate both positively and negatively; (6) being better able to 
solve problems; and (7) greater focus on “why” questions. We then com- 
pared the earlier and later entries of each teacher’s journal to discover evi- 
dence for development of these features. The results are seen in Table 9.5. 

Summary of the extent of change in degree of reflectivity 

The overall impression that emerged from this analysis was that there 
seemed to be no great change in the degree of critical reflectivity that the 
teachers engaged in over time. Teachers who were classified as showing 
evidence for critical reflectivity in their journal writing did so as soon as 
they began and tended to demonstrate the same approach to reflective 
thinking throughout the semester. Some teachers’ later journal entries 
did show a slight increase in the kinds of traits of critical reflectivity they 
used. However, there were no clear patterns of development or change. 

TABLE 9.5 TEACHERS’ JOURNAL ENTRIES: DEVELOPMENT IN DEGREE OF 

CRITICAL REFLECTIVITY 

Teachers’ (T1-T10) journal entries: development in 
Traits of development degree of critical reflectivity 

in critical ceflectivity .T1 » ‘T2isT3> T# 21S. 116 TFS To 10 

A greater variety of 
types of traits STR et Vee Mtireg - - - - - = 

Better able to come up 
with new under- 
standing of theories - = - Ho oS) So eee = ogee + = 

Better able to reflect 
across time span and 
experiences + - + -f = - ~ - ~ ~ 

Better able to go 
beyond the 
classroom to 
broadercontexts - —- - - = = - ~ = _ 

Better able to evaluate 
both positively and 
negatively ay 7 Meee TS - + ~ - - 

Better able to solve 
problems - - hiwcshex ~ - - ‘3 = 

Greater focus on 
“why” questions!) - —as9s=) Susie = combs as a = e = a ee eee eee 
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Two of the teachers who were relatively nonreflective in their journal 
entries (Teachers 3 and 7) began to show some traits of reflectivity 
toward the end of the study, but not to an extent that indicated a signif- 
icant change in awareness. 

Conclusion 

We noted that the literature on journal writing makes several claims 
about the role of journals in promoting reflective thinking. In this study, 
we sought to determine to what extent we could find evidence for this in 
the journals that teachers wrote during the first semester of an in-service 
teacher education program. Our findings are inconclusive. Of the thirty- 
two journals we examined, about 20% of the questions teachers posed 
could be described as reflective. Of the six journals we examined in more 
detail for narrative content, only three teachers wrote reflectively to some 
degree, and the remaining three wrote in a largely nonreflective manner. 
There was little significant change in the extent to which the teachers 
developed a greater degree of reflectivity over time. Would we therefore 
recommend journal writing as a component of in-service teacher educa- 
tion programs? 
We asked the teachers themselves this question in evaluating the 

journal-writing experience at the end of the semester. Most of the teach- 
ers (71%) found it useful, 25% reported that they found it fairly useful, 
and only 4% thought that it was not useful. Those who thought it use- 
ful reported that they did so because it provided an opportunity for them 
to review and reflect on teaching. Many thought that it helped them to 
become more aware of what they were doing and to better understand 
themselves as teachers. Some pointed out, however, that the duration of 
the journal-writing activity (two months) was too short to allow for any 
significant impact on their teaching, and that while they began in a spirit 
of genuine critical reflection, it soon became merely another routine 
course-related activity. 

In conclusion, our experience with journals in in-service TESOL 
teacher education suggests that journal writing can provide an opportu- 
nity for teachers to write reflectively about their teaching, though in itself 
it does not necessarily promote critical reflection. Teachers differ in the 
extent to which they can write reflectively, and some initial training in 
reflective writing may well be necessary as a preparation for journal writ- 
ing. This could be achieved in a number of ways, such as having teach- 
ers analyze different types of journal writing for evidence of critical 
reflection, giving teachers specific writing tasks that would help clarify 

the nature of reflective writing, and using checklists to help teachers 
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focus on broader issues and questions, rather than on teaching tech- 
niques. Activities such as these may help teachers write in a way that 
more readily promotes critical reflection. However, whatever type of 
journal writing teachers engage in, it provides other useful benefits in 
teacher education. For instructors who have limited opportunities for 
observing the teachers in their own classrooms, it provides a convenient 
way of bringing informal classroom data that the teachers themselves 
have collected to the campus program; it provides a form of dialogue 
between the instructor, the teacher, and other participants in the pro- 
gram; and it provides an opportunity for them to link the content of the 
campus program with their classroom experience. However, whatever 
goals are set for journal writing, it is clear that for these to be realized, a 
careful structuring and monitoring of journal writing is required in order 
to determine the extent to which it supports these goals. 

Appendix: Journal guidelines? 

An important goal of the MA TESL program is to engage you in the process of 
reflecting upon your own teaching and the assumptions underlying your 
classroom practices. We hope that the information presented in each module 
will serve to assist you in this process. 

A useful way of developing a deeper understanding of issues raised both in 
the lectures and in your own teaching is by writing about them. Writing can 
serve as a valuable learning device, and often helps to answer questions or to 
identify solutions. 

This term, we would like all participants in the course to keep a journal, in 
which you regularly record your reflections and reactions to issues which 
occur in your teaching. 

There are several advantages to reflecting on one’s teaching and on one’s 
learning experiences in this way. The journal allows you to explore 
information and thoughts which may not be accessible in other ways. By later 
reviewing what was written, things which may not have been obvious when 
they were recorded may become apparent. , 

Procedures for the journal 

1. You will need a ring binder and writing paper. This way sections of your jour- 
nal can be removed when needed. Alternatively, you may wish to write on a 
word processor. 

. Write on one side of the page only. Use A4 paper. Write neatly. 

. The audience for your writing is: 
(a) yourself 

wh 

2 These guidelines were developed by Jack Richards and Charles Lockhart for use in the 
MA TESL program at City University, Hong Kong. 
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(b) a fellow course member 
(c) your instructors 

You should locate a fellow course member in your tutorial group and both 
of you will read each other’s journals regularly, and provide commentary. 
This commentary will consist of responses to the questions you posed at the 
end of your entries (see 6 below), or anything else your reader wishes to say. 

. Review your entries once every two or three weeks, using the review ques- 
tions which will be provided. 

. How to reflect. Reflect about a lesson at least twice a week. Put aside five to 
ten minutes after a lesson you have taught and write your impressions of the 
lesson. Use the questions in the attachment to guide you but do not try to 
answer all of them. You may also write about other aspects of the lesson if 
you wish. 

. After each journal entry, pose two or three questions about what you have 
written. When your journal reading partner reads your journal entry, he or 
she will respond to these questions. 

Reflection questions 
QUESTIONS ABOUT WHAT HAPPENED DURING A LESSON 

Questions about your teaching: 

. What did you set out to teach? 

. Were you able to accomplish your goals? 
What teaching materials did you use? 
How effective were they? 
What techniques did you use? 
What grouping arrangements did you use? 

. Was your lesson teacher-dominated? 

. What kind of teacher-student interaction occurred? 

. Did anything amusing or unusual occur? 
10. Did you have any problems with the lesson? 
11. Did you do anything differently from usual? 
12. What kinds of decision making did you employ? 
13. Did you depart from your lesson plan? If so, why? 
14. Did the change make things better or worse? 
15. What was the main accomplishment of the lesson? 
16. Which parts of the lesson were most successful? 
17. Which were least successful? 
18. Would you teach the lesson differently if you taught it again? 
19. Was your philosophy of teaching reflected in the lesson? 
20. Did you discover anything new about your teaching? 
21. What changes do you think you should make in your teaching? 

CRPNAKRWNS 

Questions about the students: 

1. Did you teach all your students today? 
2. Did students contribute actively to the lesson? 
3. How did they respond to different students’ needs? 
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4. Were they challenged by the lesson? 
5. What do you think students really learned from the lesson? 
6. What did they like most about it? 
7. What didn’t they respond well to? 

Reflect about yourself as a language teacher from time to time, e.g., once a 
fortnight. Try to reflect on your professional development. You may use these 
questions to guide you as well as other questions of your own. 

Questions about yourself as a language teacher: 

. What is the source of my ideas about language teaching? 

. Where am I in my professional development? 

. How am] developing as a language teacher? 
What are my strengths as a language teacher? 
What are my limitations at present? 
Are there any contradictions in my teaching? 
How can I improve my language teaching? 
How am I helping my students? 
What satisfaction does language teaching give me? CONAKAWNE 
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10 The first year of teaching* 

Jack C. Richards and Martha Pennington 

The relationship between the content of a teacher education program 
and the practices of its graduates is of vital interest to teacher educators. 
How do teachers teach once they graduate from teacher preparation pro- 
grams, and how relevant is the preparation they receive to the tasks they 
confront in schools? Such issues are crucial to reflective practitioners in 
teacher education and raise central questions about the nature of pro- 
fessional knowledge, the relationship between theory and practice, and 
the processes of teacher change and development. In this chapter, we 
seek to explore these questions by describing how five graduates of a BA 
TESL degree coped with their first year of teaching in Hong Kong sec- 
ondary school classrooms. Through conversations with the teachers over 
a one-year period as well as observations of their teaching, we show how 
nonnative teachers of English as a second language cope with the com- 
plexities of teaching and how they develop a variety of principles, or 
maxims, that guide their behavior. By following the teachers throughout 
their first year of teaching, we were able to observe how certain princi- 
ples ended up taking priority over others, and how these affected the 
functioning of lessons and classroom behavior. In most cases, the teach- 
ers’ strong adherence to a restricted set of working principles helped 
them to focus their teaching and to reduce the complexity of classroom 
management. These working strategies, however, represented an over- 
simplification of the teaching context and also meant abandoning some 
of the principles and practices they had been taught in their teacher edu- 
cation program. 

Coping with initial experiences of teaching 

The experiences of teachers in their initial entry into teaching have been 

relatively well reported in the general literature on teaching (e.g., Britz- 

man 1991; Bullough 1989; Fuller 1969), but much less documented in 

the literature on second and foreign language teachers. Fuller’s (1969) 

*The research on which this paper is based was supported by a Competitive Earmarked 

Research Grant from the Hong Kong Research Grants Committee for the project, “Learn- 

ing to Teach English in Hong Kong: The First Year in the Classroom.” 
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study of the initiation of preservice teachers into the teaching profession 
identified four stages of teacher development: 

preteaching concerns, in which preservice teachers start to get a grasp of their 
role as incipient educators; survival stage, a phase often characterized by great 
stress in which teachers confront their teaching practice for the first time and 
strive to attain control of their classrooms, instructional mastery, and the 
respect of their supervisors; teaching situation concerns, in which student 
teachers transfer their learning to their teaching situations; concerns about 
pupils, the new teachers need to respond to the demands of their students after 
they have coped with their own survival needs. (cited in Arias 1994: 8) 

Bullough (1989) presented a case study of how a teacher in the United 
States struggled to develop teaching skills in her first year and a half of 
teaching and how she dealt with the problems common to beginning 
teachers. He found that the primary orientation of the teacher he stud- 
ied shifted in her first year from discipline to motivating students and 
responding to their needs. In addition, the teacher Bullough studied 
learned to develop detailed and realistic lesson plans while becoming 
more consistent in her teaching style. She also became better able to han- 
dle the complexities of teaching by responding appropriately to unex- 
pected occurrences in the classroom. Mackinnon (1987) found that 
novice teachers’ initial concerns were with relationships with pupils, 
which soon gave way to concerns with classroom management, teaching 
materials, instructional methods, and teacher explanations. Only later 
were novice teachers able to focus on trying to meet the needs of indi- 
vidual children in their classes. 

Far less is known, however, about second language teachers’ entry into 
teaching, either concerning how they manage the complexities of real 
classrooms or how they make use of the types of experiences offered to 
them as part of their training. K. E. Johnson (1996) provides a case study 
of a student teacher completing a teaching practicum in an MA TESL pro- 
gram in the United States, describing the mismatch between the teacher’s 
vision of teaching and actual classroom teaching. The teacher lacked the 
practical knowledge to deal with the realities of the classroom and 
responded similarly to student teachers in mainstream classes, who “tend 
to teach in ways that fail to promote learning, but instead simply main- 
tain the flow of instruction and classroom order” (K. E. Johnson 1996: 
45). Almarza (1996) sought to explore the interaction between student 
teachers’ pretraining knowledge and knowledge gained in teacher educa- 
tion, and how this influenced the practice of novice foreign language 
teachers who were completing a teacher education program in the United 
Kingdom. Of particular interest in Almarza’s study were the different 
ways in which the teachers responded to the teaching methods that were 
at the core of their teacher preparation programs, and the difficulties 
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some of them had relating these conceptualizations of teaching and learn- 
ing to either their own conceptions of good teaching practices or the 
learning processes they observed in their own classrooms. 
Moran (1996) reports a case study of a student teacher of Spanish in 

the United States completing a one-year internship and identifies four 
themes as central to her experience: 

She drew upon a nexus of core values that she used to guide her teaching. 
Prominent among these was “legitimacy” — a fusion of feelings, values, and 
practices to define what it means to be (or become) a Spanish teacher. 

She relied on her views of students and learning, to the extent that their reac- 
tions to her teaching practices provoked her to reflect upon and to make 
changes in her practice, as did her own learning experiences as a graduate stu- 
dent in a teacher education program. 

She developed a feeling for subject matter, Spanish language, and Hispanic cul- 
ture, specifically of its importance to her mission as an educator, which also 
motivated her efforts to change her teaching. 

She consciously employed models of teaching, Spanish teachers who had taught 
her, fashioning to varying degrees her own teaching practices after these 
teachers. 

(Moran 1996: 127) 

Like the other studies reviewed here, Moran’s research underscores the 
complex nature of teaching and the diverse areas of knowledge and skills 
that must be brought to bear on the classroom context in order to sur- 
vive the first year of teaching, and ultimately to succeed in a teaching 
career. 

Certain common themes emerge in studies of novice teachers in both 
mainstream and second language classrooms. For example, the role of 
teachers’ conceptions of themselves and their sense of professional iden- 
tity has been noted in Bullough and Baughman (1993) and in Richards, 
Ho, and Giblin (1996). The development by teachers of personal teach- 
ing principles that reflect their beliefs and values is discussed in Bullough 
and Baughman (1993) and in Chapter 3 of this book, and the develop- 
ment of expertise in handling instructional tasks is discussed as a core 
dimension of teaching in Berliner (1990) and in Freeman and Richards 
(1996). Previous chapters of this book discuss how second language 
teachers develop maxims to guide their teaching. Some of these are gen- 
eral principles, such as “follow the learners’ interests to maintain student 
involvement,” while others are specific to individual teachers. In this 
chapter, we discuss how five novice ESL teachers coped with their first 
year of teaching, the types of adjustments they had to make in order to 
deal with the complexities of classroom life, and the extent to which they 
were able to apply the principles and practices that they had been 
exposed to in their teacher preparation course. 
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Study: the first year of teaching 

The project teachers 

The teachers were volunteer subjects in a project that followed five out 
of the first graduating class of a BA TESL course at City University of 
Hong Kong during their first year of teaching in Hong Kong secondary 
schools. The project teachers included three females and two males 
teaching at different schools in Hong Kong (see Table 10.1). 

All of the teachers were Hong Kong Chinese and were typical of Hong 
Kong young people of their age and educational background. They had 
each been through English-medium education schools (where some Can- 
tonese may have been used) and completed an undergraduate degree (the 
BA TESL) that had been taught entirely in English. Four of the teachers 
had an advanced level of language proficiency, and their fluency was near 
native. The fifth was slightly less proficient than the others in his verbal 
skills. All had chosen to be teachers because they were attracted to teach- 
ing as a profession, enjoyed studying and using English, and felt that they 
could make a positive contribution to secondary education in Hong 
Kong. Each of the teachers had been assigned as a full-time English 
teacher in a Hong Kong secondary school. 

Teaching English in Hong Kong schools is a very demanding occupa- 
tion, particularly for new teachers. Secondary school students’ language 
ability and aptitude for learning varies considerably, depending on eco- 
nomic and social background. English is introduced in elementary 
school, and at secondary level parents can choose to send their children 
either to an English-medium or Chinese-medium school. The majority 
opt for English-medium schools, since a knowledge of English is per- 
ceived as offering many advantages. In practice, English-medium schools 
vary greatly in the amount of instruction that occurs in English, since 
when students’ level of English is low, teachers of all subjects make 
extensive use of Cantonese in presenting material. 

Ae 

TABLE I10.I CHARACTERISTICS OF TEACHERS, STUDENTS, AND CLASSES 

Student’s — Form/ . School 
Teacher Sex Age sex grade level Class level 

Kok: Diy, M 3/9 High Mid 
Mei Ling F 24 M/F 1/7 High High 
King Fai Mo 23 M/F 2/8 High Remedial 
Ming NIH M/F 4/10 Low-mid Low 
Wing Yee = F) 123 M/F 4/10 Low-mid Mid sneer at a a ce el ee ot ee 
Note: The names used for the teachers are pseudonyms. 
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English teachers usually teach two to three forms (grades) of English 
(three classes) and one social science subject (one form, two classes). 
English teachers are coordinated by a panel chair. Communication with 
teachers is through the panel chair and form coordinators. New teachers 
are given fairly precise directions to follow, such as how many composi- 
tions and dictations are required for each form each term, and how the 
composition and dictation will be marked. Coordinators assign tasks to 
subject teachers. These include designing teaching materials, designing 
teaching schedules for assigned textbooks, preparing tests and examina- 
tions, and preparing supplementary material for each unit in the main 
textbook. 

The teaching of English and indeed of all subjects at Hong Kong sec- 
ondary schools is often described as examination-based and textbook- 
driven. Students take their main school examinations at the fifth and 
sixth forms, and both students and teachers tend to give priority to activ- 
ities that prepare students for the examinations. 

The teachers’ TESL preparation 

The five teachers had completed a three-year full-time undergraduate BA 
honors degree in TESL offered by the Department of English at City Uni- 
versity of Hong Kong. This degree admits forty students a year, the 
majority of whom are school leavers with Cantonese as their first lan- 
guage, with a few mature students and students transferring from 
teacher training colleges. About 30% of the content of the degree 
addresses English language proficiency and communication skills; the 
major focus of the rest of the degree is on (a) linguistic and sociocultural 
studies and (b) theories and practices of language teaching. While the BA 
TESL aims to provide preparation for teaching English as a second lan- 
guage that is specifically geared to the Hong Kong context, it also offers 
many opportunities for students to develop broad areas of knowledge in 
English and the teaching and learning of languages that go beyond this 
context and that encourage innovation and experimentation. Like any 
other degree course for future English teachers, it aims to develop not 
only practical skills, but also theoretical knowledge, content knowledge, 
and abstract values about the English language and about language 
learning and language teaching. 

Practical classroom skills are developed through microteaching activ- 

ities throughout the program, and field experiences are provided through 

a three-week internship experience in the second year, in which the stu- 

dent assists an experienced teacher in the class, and a three-week prac- 

tice teaching assignment in the third year. Since the degree is offered by 

an English department rather than a department of education, further 

access to schools for more extended periods of teaching practice is not 
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available. The courses the students take over the three years of the degree 
are given in Table 10.2. 

On graduation, teachers are expected to be able to teach according to 
the current methodology that is recommended by the Department of 
Education for teaching in Hong Kong: communicative language teach- 
ing (Syllabus for Secondary Schools English 1983). The syllabus guide- 
lines prepared by the Department of Education reiterate the assumptions 
and principles of communicative language teaching and provide guide- 
lines for implementing this approach in Hong Kong schools. Among the 
statements included in the syllabus guidelines are: 

The principal objective of the English language curriculum in the schools of 
Hong Kong is to provide every student with the opportunity to develop the 
maximum degree of functional competence in English of which he or she is 
capable, given the constraints inherent in the situation, in particular 
competence in those domains of use which are specially appropriate to the 
Hong Kong situation. . . . [Teachers must] give consideration to the interests of 
the learner as well as to his short-term and long-term needs. The instructional 
materials and the teaching techniques used in the classroom should be 
designed to stimulate the maximum degree of interest in the learner, to provide 
him with ample opportunities to do things with English, to experience the 
feeling of successful achievement that comes from putting the language to use 
for some purpose. Indeed, it could be claimed that successful use of the 
language being learned is crucial, since without it he is unlikely to persevere in 
his efforts. (1983: 12) 

In the BA TESL course, students are exposed to both foreign-educated 
“Western” instructors as well as locally born instructors who received 
their graduate education overseas (primarily in the U.K., Canada, and the 
U.S.). Thus, those teaching in the BA TESL course combine some aspects 
of a Hong Kong educational tradition of translation-mediated, grammar- 
focused, and teacher-centered instruction with “Western” ideas such as 
communicative language teaching and learner-centered teaching. Gradu- 
ates of the BA TESL program are therefore expected to be comfortable 
teaching according to the principles of communicative language teaching, 
while at the same time being able to adapt their teaching to student expec- 
tations and to the type of class they are teaching. They are also expected 
to be able to interpret what they have learned in a flexible manner based 
on their own judgment and are led in several modules to develop such a 
sense of responsiveness and judgment through reflective and problem- 
solving activities. 

From the principles of communicative language teaching as well as the 
general principles of language teaching discussed throughout their 
teacher education course, the teachers in this study could be expected to 
seek to implement the following principles in their teaching: 
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TABLE 10.2. BA TESL CURRICULUM 

The first year of teaching 

Semester A Semester B 

Year 1 
Introduction to Computing 
Introduction to Language Learning 

Theories 
Human Behaviour 
Speaking Skills 
Listening Skills 
Contemporary English Grammar 
Writing Skills 

Year 2 
Integrated Skills 
Hong Kong Society 
English Discourse 
Interlanguage Studies 
Writing for Academic Purposes 
Teaching Vocabulary 

Electives: 
Drama in English Language 

Teaching 
Computer-Assisted Language 

Learning 
Modern English Fiction 
Language Improvement Workshop 

Year 3 
English in Hong Kong 
Teaching Writing and Reading 

Skills 
Teaching Speaking and Listening 

Skills 

Contemporary English Grammar 
English Phonetics and Phonology 
Foreign Language Learning Experience 
Approaches and Methods in Language 

Teaching 
Reading Skills 
Writing Skills 
English as a World Language 
Classroom Observation 

English and Chinese in Contrast 
Internship in TESL 
Creative Writing 
Cross-Cultural Discourse 
Learner Strategies 

Electives: 
Modern English Fiction 
Modern English Poetry 
Special Topic in Literature 
Special Topic in TESL Methodology: 

Communicative Language 
Teaching 

Project 
Drama Workshop 
Public Speaking 
Language Assessment 
Curriculum Development and 

Materials Design 
Electives: 
Teaching English Language through 

Content Areas 
The Teaching of English Literature 
Bilingualism and Bilingual Education 
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Emphasize meaningful language use. 
Give equal attention to form and function. 
Focus on learners’ needs and interests. 
Be in charge of your class. 
Plan lessons carefully. 
Be responsive to classroom context. 
Use English as the medium of instruction. 

In following five graduates of the program we additionally predicted 
that, like graduates of other courses preparing practitioners and like the 
first-year teacher studied by Bullough (1989), these Hong Kong teachers 
would go through a period of learning to apply what they had studied in 
a consistent and comfortable manner. It was further predicted that as 
they went through this adjustment period, they would fine-tune their 
teaching performance and contextualize their knowledge in relation to 
their specific circumstances. By the end of the first year of teaching, it was 
expected that their ideas and practices would have changed considerably 
since they graduated from the teacher preparation course and would 
have come into line with the requirements of the context of Hong Kong 
education in general and of their particular schools and classrooms. 

Data collection 

Data were collected from several sources: questionnaires, including a 
belief-system questionnaire, a first-year teacher questionnaire, and re- 
flection sheets, completed by each teacher; classroom observations; and 
monthly meetings. 

QUESTIONNAIRES 

Belief-system questionnaire. This was adopted from Richards, Tung, 
and Ng (1992) and requires teachers to describe their beliefs about a 
wide range of issues related to teaching English in Hong Kong, including 
aims of English teaching, role of English in Hong Kong, theories of 
teaching and learning, and characteristics of effective teaching and 
lessons. The questionnaire was administered at the beginning and end of 
the study to determine the content of the teachers’ beliefs and the extent 
to which these changed during the year. 

First-year teacher questionnaire. This questionnaire, administered at 
the beginning and end of the project, queried teachers on their use of lan- 
guage, teaching approach, lesson-planning and decision-making behav- 
ior, professional relationships and responsibilities, and perceptions and 
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values to determine the teachers’ changing profile in these five areas over 
the school year. 

Reflection sheets. Twice a month, the teachers filled in biweekly reflec- 
tion sheets asking about their changing beliefs and practices in the same 
five areas as the previous questionnaire. This allowed a more micro- 
scopic view of the teachers’ process of development and their reactions 
and coping behaviors in specific circumstances. 

CLASSROOM OBSERVATIONS 

Each teacher was visited eleven times during a 9-month period. During 
the observations, information was noted on classroom language and 
general teaching behaviors. The observation was immediately followed 
by an individual interview to elicit the teacher’s reflections on the lesson 
just taught. Observation reports describing the lesson observed and the 
content of the follow-up meeting were shared with the teachers to help 
them reflect on their own performance. 

MONTHLY MEETINGS 

The teachers met monthly with the researchers to describe their teaching 
and other school-related experiences, report on difficulties they were 
encountering, and respond to issues that had been identified during the 
classroom observations. 

Findings 

To summarize the results of the study, we will examine how the teachers 

attempted to implement the maxims that were reflected in their BA TESL 

program, and the personal maxims each teacher developed during their 

first year of teaching. The discussion is illustrated by examples from tape 

recordings of lessons made in March 1995 (Pennington and Lee 1995). 

At the beginning of the school year, the five teachers expressed their 

belief in a communicative teaching methodology; soon, however, they 

confronted the practical classroom realities of large classes, sometimes 

unmotivated students, and examination pressure. Mei Ling persisted in 

her belief in communicative principles and throughout the year experi- 

mented with a variety of communicative activities to arouse the students’ 

interests and engage them in communicative language use. At the same 

time, she also felt grammar teaching was important and made use of reg- 

ular grammar-focused instruction. Moreover, as the school year pro- 

gressed, she admitted that her main strategy for stimulating students’ 

interest and motivation was to bring in supplementary materials from 

other textbooks rather than to focus on communicative methodology. 
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King Fai and K. K. soon adapted to an approach that emphasized lan- 
guage functions and grammar practice, acknowledging the need for the 
latter in preparing students for exams. For both of these teachers, review 
of grammar exercises completed as homework or during class was a prin- 
cipal activity. For K. K., such exercises were often complemented by 
attempts to develop students’ knowledge of language functions for com- 
munication. For King Fai, much of lesson time was often spent in review- 
ing grammar rules, with much of the explanation occurring in Cantonese. 

Ming’s teaching style was more textbook based, resulting from an 
expressed lack of confidence to move much beyond the textbook. Per- 
haps because of his own relatively weak English skills, he was very 
focused on the students’ potential problems comprehending the mater- 
ial. This led him to stick very close to the textbook and to center on the 
understanding of lexis as the key to English language proficiency. As a 
consequence, he spent much of class time translating words and explain- 
ing the meaning of texts for his students. 
Wing Yee started out the school year with a strong belief in the prin- 

ciples of communicative language teaching and throughout the year 
attempted to implement creative activities to apply CLT principles. 
However, as a result of discipline problems in her English class, which 
became increasingly serious as the school year progressed, she often 
abandoned her planned activities in mid-course. When this happened, 
the focus of the lesson generally shifted to discipline and routine check- 
ing of exercises. 

Each of the teachers experimented with ways of adapting textbook 
exercises and other classroom activities to “make them more commu- 
nicative.” At the same time, they felt the constraints of their teaching 
context pressuring them away from a communicative approach. For 
example, in discussing a story in the textbook, King Fai used group dis- 
cussion to engage the students in information sharing. However, he also 
avoided certain problem-solving and discussion questions in the reading 
that he thought would be too difficult for the students. Wing Yee felt that 
although she would like to use more group work, the noise that resulted 
would elicit complaints from other teachers. Indeed, when K.K. tried to 
implement a lesson that centrally involved role plays, the students 
became so noisy and disorderly that he was discouraged from attempt- 
ing such a student-centered activity again. 

Within their attempts to teach communicatively, the teachers con- 
sciously tried to follow the maxim of giving equal attention to both form 
and function, though for the teachers other than Ming and Wing Yee - 
that is, the three teaching in high-band schools (schools with a higher 
academic rating) — form took priority over function, as can be seen in the 
following example. It comes from King Fai’s Form 2 remedial class and 
refers to an example sentence of indirect speech written on the board: 
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T: Here, he asked, “Can I come now?” You have to rewrite this as, for non wh 
question words OK such as do, did, does, have, do - er — can, should, may, 

we have to use if or whether, is that right? Now, here is a verb — can, come 
is a verb. Here is subject, we have to change the position, OK? Change the 
position of the subject and the verb. Subject will come first so: He asked, 
“Can I come?” — he asked, “Can I come now? The person who asked this 
question is a boy, so he asked #f I will be changed to he, is that right? This is 
a question. The boy asked he asked, “Can I come now?” So he asked if or 
whether he could come — then. OK, is that all right? He could come then. 
How about this one? 

Another important principle that had been emphasized in the teachers’ 
BA course was the need to focus on learners’ needs and interests and to 
personalize their teaching. All of the teachers made recurring attempts to 
address this principle through personalizing examples from the text- 
book. For example, they might make references to the students, to pop- 
ular Hong Kong entertainers, and to other aspects of teenage culture, as 
in the following example from Mei Ling’s class: 

T: Oh — the fifth one is comes from - comes from — for example um — um - 
Wong Faye [local pop singer] — comes from Shanghai — in China - OK - is 
it Faye Wong — He’s not a Hong oh - Beijing. OK sorry, Beijing. OK comes 
from Beijing. 

Similarly, King Fai, to gain students’ interest and attention, mentioned a 
famous basketball player in relation to a grammar point about com- 
mands and then gave examples of commands using students’ names: 

T: So the teacher told Michael Jordan [Ss laugh] — not to — because of the 
word don’t — not to dream — during the lesson - OK? Not to dream during 
the lesson — this applies to all of you here. OK here is the statement — sorry 
the commands - sometimes you will have to use er ask OK - ask you to do 
something — teacher asked you to come in - er The teacher asked Alex to 

shut up — The teacher asked Vivian to put her finger down on the table - 

The teacher asked Tim not to eat in the class - The teacher told Stella to 

keep quiet while lining up outside the classroom - OK — here are some of 

the examples — and on the first page of this set of notes — please take a look 

at this — you will also find some examples here . . . 

King Fai and Wing Yee, who taught older students in lower-band 

schools, felt they had to devote considerable time to such personalization 

of lesson content in order to maintain students’ interest. However, none 

of the teachers departed from their lessons for more than a brief moment 

to pursue a topic or an example raised by a student, and none allowed 

spontaneous communicative tangents to develop to any extent as part of 

their lessons. In fact, more often than not, they followed their textbooks 

or lesson materials closely and did little teaching that was genuinely 

communicative. Much of the philosophy of the course was thus stifled by 
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the overriding concern to maintain an orderly class and to cover the pre- 
scribed material of the school syllabus. 

The need to maintain order and to teach a prescribed amount and con- 
tent of material in fact soon became the principal concerns for all of the 
teachers. They responded to this felt need in somewhat different ways. 
As young teachers, they soon discovered that their role as teacher had to 
be established quickly, and that they had to be seen as being in full con- 
trol of the class. They each attempted to do this in a different way, some 
more successfully than others. King Fai quickly sought to establish that 
he was strict and that he did not accept or tolerate disruptive or unco- 
operative behavior. He intervened frequently to control disruptive stu- 
dents, and was prepared to initiate follow-up actions in extreme cases 
(such as sending students to the discipline teacher or contacting parents). 
His strictness is evident in the following example: 

T: If you keep on talking I will change your seat. Today is quite hot — right? I 
don’t want to see you er to have a — to have your tie loosely fit here — I 
don’t want to see you like that again. This the last time — give you — several 
times for you you can make improvement — I don’t want that anymore. 

Wing Yee, on the other hand, sought to win students over by estab- 
lishing herself as their friend. This involved acting in class like a peer — 
at times, even like a playful schoolmate. For example, in the following 
exchange, Wing Yee quickly abandons her teacher role in responding to 
the students’ inappropriate (and indeed rather rude) remarks about her 
hair: 

T: I give you five minutes - OK? Five minutes and I will collect the papers. 
S: Misi, jouh mat neih go tauh gam sung? Jouh mat mh gel yeh a? [“Miss, 

why is your hair so loose? Why don’t you gel it or something?” ] 
T: Because — last night I washed my hair very late and then just dry — gel used 

up already. OK so class — you look at the picture and see what’s the type of 
the film... ei 

Wing Yee’s attempt to establish solidarity with her students overrode 
other basic teaching principles and caused her to lose her students’ 
respect for her role as a teacher. As a consequence, her class frequently 
deteriorated into disorder, and she usually did not finish what she had 
planned. In her lessons, she generally had to spend several minutes at the 
beginning of the class period getting the students to calm down and often 
had to stop the lesson some time during the period to issue disciplinary 
statements or to wake up students who were falling or had fallen asleep. 
She frequently showed anger during class and sometimes simply gave up 
teaching before the period was over, allowing the students to do nothing 
for the last few minutes of class. 
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As part of her strategy of establishing herself as a friend to the stu- 
dents, Wing Yee spent time with her students in leisure activities outside 
of school and used casual, conversational Cantonese in class and outside 
of class with them. She did not make a fine distinction between in-class 
language/behavior and out-of-class language/behavior, and so lost her 
authority and control in the classroom. The students were disruptive, 
making rude remarks and constantly trying to move Wing Yee off the les- 

son content. She did not resist this pressure successfully. 
Teaching the assigned materials was the second overriding issue that 

shaped the teachers’ concerns and efforts throughout the year. Each had 

been given very specific teaching assignments by their panel chair, and fin- 

ishing the prescribed amount of work was primary. In the case of one of 

the teachers (King Fai), his supervisor even made out a schedule of lessons 

for him to follow. Consequently, the teachers rarely deviated from the syl- 

labus already planned out for them. It seems that the planned syllabus dis- 

couraged their initiative. Even when they were being observed, they did 

little planning beyond mapping out timing for different tasks and review- 

ing the teacher’s manual. 
The need to maintain order and follow the set syllabus, in the context 

of trying to be responsive to classroom context, meant that each of the 

teachers made allowances, in different ways, for use of the native lan- 

guage in the classroom (Pennington and Lee 1995). Although he adhered 

to a strict, all-English policy for his own language use and encouraged 

his students to use English in lesson activities, K. K. allowed his students 

to respond spontaneously in Cantonese during class time. In similar 

fashion, Mei Ling maintained an English-only rule for her own class- 

room language use and encouraged her young students to use the second 

language, but accepted their responses and questions in Cantonese as 

well. She also relaxed her English-only rule for teacher-student confer- 

ences after class. 
Because he was so focused on covering the required material, King Fai 

often used Cantonese to facilitate the review of grammar rules or exer- 

cises previously introduced in English. He felt that use of Cantonese 

saved time and ensured understanding. Ming likewise employed Can- 

tonese as a strategy for ensuring students’ understanding of lesson mate- 

rial. His general approach was to present content first in English and 

then to explicate this content in Cantonese. The following is an example 

from a lesson based on a reading passage about McDonald’s restaurants: 

T: What so impressed Ray Kroc when he visited the hamburger stand — yat 

dong yat dong maaih hon bou baau ge dong - “stand” haih — a stand, a 

stand for selling hamburgers, that “stand” is - hamburger stand — run by - 

run - Yih douh mh haih gaai jau, haih gaai ging yibng — It doesn’t mean 

“rush” here, it means “running business” — run by — run by the McDonald 

brothers OK. 
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Wing Yee used Cantonese to an even greater extent in her attempts to 
ensure student understanding and to keep the lesson on target. In addi- 
tion, she resorted to the native language to establish rapport as well as 
discipline with her students. Thus, Wing Yee, like the other four begin- 
ning teachers, attempted to implement some of her classroom goals by 
use of the native language. Such an attempt in each case represented 
relaxation of the principle of “teaching English through English” and an 
implicit recognition in the classroom of the bilingual nature of Hong 
Kong society (Pennington and Lee 1995). 

Discussion 

. Rather than focusing on the principles they were taught in the BA TESL 
course, the five beginning teachers quickly centered in their first year of 
teaching on two main themes: (1) establishing their role and relationship 
with the students and (2) covering required material and preparing for 
examinations. Their orientation can therefore be summarized as a re- 
sponse to the following two maxims of teaching: 

1. Establish and maintain your teacher role and relationship with stu- 
dents in terms of an appropriate degree of authority and distance. 

2. Cover the assigned material efficiently and thoroughly. 

Their strong orientation to these two personal maxims represented a 
narrowing of their classroom focus, which caused the teachers for the 
most part to ignore or abandon many of the ,,inciples regarded as cen- 
tral to second language teaching. In particular, they moved away from 
the principles and practices of communicative language teaching and 
toward a conception of language as the learning of content, with a focus 
on lexis and grammar rules. The strong emphasis on covering material 
pressured them to stay close to their textbooks and to adopt a teacher- 
centered approach in which the students made minimal use of English 
and participated only in restricted ways. In the vast majority of the 
classes observed, the dominant speaker was the teacher, who employed 
the native language to facilitate rapid coverage of the lesson material, to 
ensure students’ understanding, and to maintain rapport and control. 
What caused these teachers to abandon so readily the principles and 

practices to which they were most centrally exposed in their teacher edu- 
cation course? One reason may be the nature of the course. The instruc- 
tors have varied cultural backgrounds and experience: Some are expa- 
triates from different countries with varied international experience; 
most have not taught in Hong Kong secondary schools; and some are 
Hong Kong Chinese with overseas and local experience, including in 
some cases experience in Hong Kong secondary schools. Thus a consis- 
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tent teaching philosophy cannot easily be maintained in the course. It is 
therefore likely that these first-year teachers, when they were students in 
the BA TESL course, were exposed to a variety of (overt and covert) 
teaching philosophies and practices. Perhaps the emphasis on commu- 
nicative language teaching was not strong enough or pervasive enough 
to impact their beliefs and practices at a deep enough level to sustain this 
philosophy in the face of other influences. 

Another factor is no doubt the teachers’ prior experience as students 
in the Hong Kong school system. As Lortie (1975) has demonstrated, 
teachers’ models of teaching are strongly affected by their own experi- 
ence as students. In Hong Kong, this generally means a heavy emphasis 
on textbooks and examination preparation, an expectation of teacher 
control, and an acceptance of the need for Cantonese to supplement 
English instruction. Thus, the teachers’ behavior in this study can be seen 
as simply carrying on a Hong Kong classroom cultural tradition. Again, 
this suggests that the teacher preparation course was not able to make 

changes in the teachers’ schema that were substantial enough to direct 

their behavior in the classroom. 
The traditional Hong Kong teaching culture was also reinforced for 

these teachers by several types of “significant others” in their teaching 

context. One important influence was the panel chair, who closely guided 

and monitored the new teachers’ performance. In most cases, the panel 

chair, who is responsible for ensuring that the official syllabus is covered 

in each class in his or her area (e.g., English), represents a conservative 

influence on teaching that discourages teachers from departing from 

“tried and true” techniques. The influence of other teachers is also con- 

siderable, as the experienced teachers in a school exert influence on the 

new teachers to conform to the set routines and practices. The students 

likewise have a strong preference for familiar routines and practices, and 

they are not reluctant to complain when teachers depart from these. Thus, 

the teacher who tries to break with tradition and implement new and 

unfamiliar practices such as communicative language teaching or a strict 

English-only mode of interaction risks criticism, unpopularity, and sanc- 

tions of various kinds. In this respect, as well, the teacher education 

course seems to have been inadequate in providing a foundation of val- 

ues and practices that could successfully challenge the overwhelming 

influence of the status quo of the teaching context. 

In addition, these first-year English teachers, like other teachers in 

Hong Kong, experienced the constraints of their teaching context, 

including the heavy teaching and nonteaching workload, large class size, 

and the students’ low English proficiency and general lack of discipline. 

Such factors discourage experimentation and innovation, and encourage 

a “safe” strategy of sticking close to prescribed materials and familiar 
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teaching approaches. Without any relief from these factors and without 
any reward for innovating in the face of them, the teachers would natu- 
rally be led back toward a conservative teaching approach to align them- 
selves with the characteristics of the existing teaching context. They 
would therefore be likely to base their teaching more on their previous 
experience, which they have in common with other teachers and students 
in Hong Kong, than on their teacher education course. 

The fact that these teachers were young and relatively close to the age 
of their students is no doubt another significant factor in their behavior. 
They were only a few years out of secondary school themselves, and their 
recent experience as students in the BA TESL course may have made 
them able to understand and perhaps personally identify with their stu- 
dents’ problems. Thus, for example, they may have been especially sen- 
sitive to their students’ language problems and accepting of their desire 
for native language support. At the same time, the relatively small age 
gap no doubt influenced their perception of the appropriate role for them 
in relation to their students, such as a strong authority figure (i.e., em- 
phasizing the distance from the students) or a peer (i.e., emphasizing 
their closeness to the students). 

Another important factor affecting these teachers’ approach is their 
inexperience. All of them can be described as operating within the “sur- 
vival stage” described by Fuller (1969; cited in Arias 1994) of striving to 
attain control of their classrooms and to attain instructional mastery. 
The relatively brief real teaching experiences provided in the BA TESL 
program were clearly insufficient in duration to enable them to develop 
confidence in managing large classes of young people. Each of the teach- 
ers struggled to develop classroom routines and ways of managing the 
complexity of their teaching contexts in order to achieve consistency in 
their lessons, their own behavior, and the behavior of students. The 
teachers’ desire to achieve stability perhaps drove them to closure too 
soon — that is, to stop experimenting too early and to stabilize their 
teaching prematurely. cy 

As a consequence of this desire for stability, the teachers developed a 
classroom “ecology” (Doyle and Ponder 1977) that did not take account 
of enough factors and so was not in full'balance — in other words, it was 
not really an ecology. Their model of the teaching context was too sim- 
ple, showing the teachers’ lack of experience and skill in considering and 
handling all the relevant factors that affect classroom events. Such an 
oversimplified model of the teaching context would only be enriched by 
additional teaching experience. However, given the probability of simi- 
lar teaching experiences in the coming years, changing and elaborating 
or rebuilding these teachers’ models of teaching is not likely to be highly 
motivated and, if motivated, will no doubt be a slow and piecemeal 
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affair. It would therefore seem that a more proactive attack on the prob- 
lem, one involving changes to the teacher education course, is required. 

Such changes might profitably expand the course from three to four 
years, giving more time for practice teaching. However, additional teach- 
ing experience will not in and of itself solve the problem, since the 
increased contact with the Hong Kong teaching context will serve to rein- 

force the local educational values and traditional practices. What is 

needed is more teaching practice combined with strong guidance and 

reflection on the relationship of the elements of the teacher education 
course to the teacher’s classroom experience. By explicitly and con- 

sciously relating the classroom experience to the theories and approaches 

learned in the teacher education course, the teacher will not simply repro- 

duce the existing context but rather will bring new ideas to bear on that 

context. In this way, the teacher will be able to develop practice that is 

feasible in the local context while also making a new and unique con- 

tribution that is grounded on principles of effective language teaching 

practice. 

Conclusion 

This study shows how five graduates of a BA TESL course in Hong Kong 

survived their first year of teaching by developing a simplified working 

model of teaching consistent with their classroom and the larger educa- 

tional context. This model centered on just two areas, the teacher’s role 

relationship with the students and the need to cover a prescribed amount 

and type of content. It was therefore inadequate to represent the full 

complexity of the teaching environment and so caused certain problems 

for these teachers. The emphasis on these two areas also caused the 

teachers in their first few months of teaching to abandon much of what 

they had been taught in the BA course. 

The teachers’ youth and inexperience might have led them to focus on 

establishing a definite and consistent teacher role and relationship with 

their students that was relatively inflexible and not sufficiently responsive 

to circumstances and student needs. This orientation was also doubtless 

influenced by the overall teaching culture of Hong Kong, which values 

authority and well-defined roles and relationships. The teachers’ felt need 

to cover the maximum amount of content was strongly influenced as well 

by the teaching context, its traditions and constraints, and by other par- 

ticipants in that context, including the panel chair, the other teachers in 

the school, and the students. 

This investigation demonstrates the difficulty of influencing teaching 

practices set by a given culture and background of experience. In relation 
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to the particular course offered to the teachers and studied here, it sug- 
gests the potential ineffectiveness of teacher preparation in the light of 
strong countervailing cultural pressures and minimal preservice class- 
room experience. The findings reported here therefore strongly imply the 
need to design teacher education to either explicitly align itself with local 
practices or to explicitly work to change those practices. 

For the latter purpose, instruction alone — even instruction that es- 
pouses or demonstrates new philosophies or innovative techniques — will 
not be sufficient to impact teachers’ practices substantially and for the 
long term. What would perhaps be more effective is an extended period 
of classroom experience combined with repeated cycles of guided reflec- 
tion. This suggests a model of teacher preparation using mentors in the 
university sector who work closely with individual teachers to help them 
adapt their teaching to the realities of their teaching contexts, while 
developing their value system and practices in a way that incorporates the 
knowledge gained in their education courses. Such a course of action 
requires a commitment to teacher development as a long-term, evolu- 
tionary, gradual process facilitated by others not only inside but outside 
the teaching context. It therefore implies the need for a closer relationship 
between university education programs and schools, and a more gradual, 
staged process of teacher development in which professional skills and 
independence are achieved on the basis of a long apprenticeship. 
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