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Everything depends on you. You, the language
learner, are the most important factor in the langa
learning process. Success, or failure will, in &,

be determined by what you yourself contribute.
(Rubin 1994: 3)
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1 Introduction

1 Introduction

1.1 Frame of reference

The rapid changes in our globalised millennium halaced considerable pressure on
educational systems for adjusting to the rapid greents in all sectors of life. Enhancing
the quality of language learning, promoting innasatand improving the quality of teacher
education have become acute priorities and godlseipolitical agenda of the member states
of the European Union, the European Council and @ganisation for Economic Co-

operation and Development (OECD), as manifestatestents such as:

It [The European Parliamehemphasised that Member States must attach greater
importance and allocate more resources to teaddiaimy if significant progress is

to be made in achieving the Lisbon strategy’s Etlasaand Training 2010
objectives, namely to boost the quality of educatad reinforce lifelong learning
across the Union (OECD 2010: 14).

Teacher professional development is not only thsulteof lifelong and ongoing learning
processes but also the sum of individual, cognitaféective, cultural and social processes.
Teacher professional development, interpreted is #iudy as a dynamic process, is
concerned with learning and growth and requireg@ssive change, together with a positive
learning attitude. From this perspective, learnocapnot be just a passive reception of
knowledge, rather it is viewed as an active cowsivn of knowledge (Lantolf & Appel 1994;
Williams 1999; Vygotsky 1978).

Most of the studies on teacher development areerard with the questions of whether
teachers learn from development programmes and tlubatrrangements or the features are
that have a positive impact on teachers’ developm&he duration of the programmes,
activation of the teachers, and opportunities fillaborative learning, for example, are some
of the most important features that have been igigtdd as fundamental in supporting
teachers in their development (Borko & Putnam 1998ret et al. 2001; Wilson & Berne
1999; Cochran-Smith & Demers 2010 to quote a féWjs study does not question these
insights, nonetheless, it assumes another pergpedtiarting from a teacher development
programme, it looks instead at language teacheeutomous learning professionals and
examines one aspect that has not received sufficigantion in the research on teacher
development, namely, the role of teachers’ persooatributions to their own professional
learning.

This presupposes a strong focus on the delibectienaof the learner (here the teacher) and
an emphasis on the meta-cognitive dimension oheat professional development (without

1



1 Introduction

neglecting that of the whole person).

This perspective intersects to a great extent witgh concept of autonomous learning. Not
only is there a great deal of autonomy impliciaimy learning (Dam 2000), but also the status
of the teachers investigated in this study religengly on it. This study focuses on one
specific target group (university language teachmisstly working as freelancers), which has
been largely neglected in previous research orhezadevelopment As these teachers are
relatively free, i.e. not compelled to attend aegcher in-service programme, the task of
continuous development as a freelance languaghdeactthe universities of many European
countries can be characterised as one that teaohess manage for themselves. From this
point of view teachers must act as autonomous éesrrmand professional development
involves to a great extent self-instruction and &elf-determined enterprfse

The complexity of teacher development requires ilogpkat the research issue from a
framework of multiple perspectives, and as a consece, the theoretical framework of this
study draws on insights from different researchdfie The specific dimension of meta-
cognitive awareness, assumed to be a crucial agpécan indicator of successful language
learning (Wenden 2001; Brown 1987), is assumed herplay a determining role in the
professional learning of the teachers as well. Hawrehis has been scarcely researched. The
concept of professional competence and professigrakth appear bound to individual
critical abilities and to an increasing awarenegghe “professional self” (Bauer 2000).
Nonetheless, what these aspects demand from tesablasr remained vague. The role of
strategy usehas been highlighted in studies on batitessful learning and autonomous
learning (O’Malley & Chamot 1990; Little 1997; MaHk-Verweyen 1997). By contrast, the
strategies teachers adopt to progress in theirlolewent have received little attention. The
leitmotif connecting these various perspectives is the redpbty for one’s own growth — a
concept very well known under the term ‘autonongy. Chapter 2.7).

By focusing on the personal contribution of theckes, the study adds a new perspective to
teacher professional development, which suggests aithoption of an exploratory and

qualitative approach to the phenomenon. In thergdtdo investigate how this specific group

! To my knowledge studies on this teachers* grexgept for a few contributions (Johnston 1997, ie2009
and Beaven et al. 2010), are very rare.

2 This seems to hold outside of the university ernfor many language institutes and schools a& wemy
experience, until recently, the majority of langei@ghools were not engaged in supporting langueaghers’
development. It is a recent positive phenomenohl#mgyuage institutions (mostly at the nationalelexsuch
as the Spanish, and recently the Italian Instijubesre realised the need to professionalise tlagiguage
teachers and actively support them with teachenitrg activities. An exception at the local leval the
German context is the Volkshochschule VHS Institutiwhich has a relatively long tradition of suppay
language teachers through language specific teactieing.



1 Introduction

of language teachers approaches the task of prafieésdevelopment and what are the
difficulties they encountered, this research projeeeks to identify how many forms
professional development can take and what kindcarhpetences the development task
requires. The assumption behind this study isttimttompetence teachers need to develop as
autonomous professionals, is not evident enougthéon. Just as autonomy in language
learning cannot be taken for granted, neither d¢aacher agency’ in teacher professional
development. Herewith, | endorse Kohonen's (2008)sience on the need for “making the
learning process more visible to the learners”.sTéoncerns what can be later applied to
support language teachers in their continuing agpraknt task.

The present study has a number of aims: on thehand to extend the existing debate on
language teachers’ professionalism and to gairepaeteunderstanding of the dynamic way by
which teachers make sense of their professionaldpment. Further, it aims at investigating
what are the critical features of the teachersspeal contribution to the construction of their
own professional competence. Lastly, as it assuhesitrinsic value of research insights for
the practice of teaching, it is hoped that a cobaotron will be made to bridging the gap
between research and practice, which notoriouslydés the fields of Second Language
Acquisition/Applied Linguistics and Language TeahiMethodology, by indicating how to
augment existing reflective tools, such as teac¢lparsfolios, designed to sustain reflection in

language teachers and thus advance their professienelopment.

The guiding questiori®f this study are the following:
1. How do language teachers in a specific universtytext approach their own
professional development?
What are their goals in their professional develeptd
What do they do in order to reach their goals?

What roles do their goals play in the developmeatess?

ok~ 0N

What teacher profiles can be observed based ongbels and the factors that

influence their goals?

1.2 Definition of terms

With respect to terminology, the field of teachelueation has developed an increasingly
specialised vocabulary. There are many terms usegfér to the learning process of the

teachers, and it is important to make my own assiomg explicit. The major and basic

% See details in Chapter 3.3.



1 Introduction

definition governing this study involves the contsepf learning and development. As human
beings are constantly learning, intentionally or tlyance, with or without systematic
processes, the distinction between the two ternodtén not clear-cut, with the consequence
that they are often used interchangeably. Phrades ‘teacher learning’ or ‘teacher
development’ recur as synonyms. However, to radtne intricacy of the concepts, | adhere
to Vygotsky’s distinction (1978), whose definititimat learning “creates the zone of proximal
development [ZPD]” (Vygotsky 1978: 90) means thatarhing is the prerequisite for
development, if, through interaction with others tharning processes are internalised. Thus,
learning represents the potential for developmemntas Vygotsky puts it “a necessary aspect
of the process of developingb{d. 90), and constitutes the basis for successiveldpment,
(“learning converts into developmentbid. 91). Vygotsky also argues that development may
depend on the significance of the subject for tharrer, thus stressing the impact of
individual factors on the development process. Waplied to the development process of
teachers, a Vygotskian perspective would suggest development is not an automatic
process, and that it depends on their internalisimg) acting on the concepts, methods, and
experiences from which the teachers have learnedtdabemselves and their teaching.

When we extend Vygotsky’'s definition, the relatibetween learning and development
reflects the etymology of the term: “de-velop-mentéans “unfolding”, “bringing out the
latent possibilities”. By following this interpretation, in order to deup a working definition

for the present study, | then propose to repreflemtprocess as an advancing Jirtkat

symbolises the progression and dynamic charactireofoncepts.

Learning Development

=

Figure 1.1 - Learning and development.
The two terms ‘learning’ and ‘development’ couldused interchangeably to refer to the first
part of the process. Also the term ‘professionalieng’ is used in this sense, to emphasise
the necessity of continuing education for one’sfggsion and the developing dimension of
teachers as ‘learning professionals’. However, Ipleyn the term ‘development’ when

* Quoting from Online Etymology Dictionary (http:Aww.etymonline.com/index.php).

® Disregarding, for a moment, phenomena such as-§latikg to previous stages (Lantolf & Appel 1994-6;
Selinker 1972), fossilisation (Selinker 1972) orsbaped behaviour’ (Ellis 2008: 104-5) and thatrewy is
“not entirely linear” (ibid. 104).
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learning becomes part of the personal frameworkhef teachers in such a way that the
teachers (as learners) become independent andygotdkian terminology, progress to the
zone ofactual development [ZAD] ipid. 85), that defines what the learners can accomplis

without any assistance.

Another distinction must be made with respect t® tirms ‘teacher training’ and ‘teacher
development’, also commonly used interchangeablyefer to the activities designed to
support teachers in their professionalisation. e (1989: 41) defines them as strategies
“that share the same purpose: achieving changenhat the teacher does and why”. Among
the differences between training and developmewrgran ipid. 42) points to the criteria for
assessing change in the teachers: they are extergacher training but rather internal to the
teachers in teacher development and less accefsitvieutside.

The difference may also here be very subtle and heayn the kind of goals that these
activities set. The goals may be pre-determinedtimers in the case of teacher training,
whereas they can be determined by the participiimselves in the case of teacher
development (Klippel 2010, personal communicatioi)lliams (1999: 11) claims that the
goals represent the difference between the twthantraining is concerned with short term
needs, and development with the “more long-ternmsasnch as enhancing the ability to learn
and develop throughout one’s career”.

A final remark is devoted to teacher ‘developmediivéies’: the term itself includes an
underlying assumption. It is in fact believed thiae activities designed to support the
teachers, (such as workshops or other kinds ofranognes) do indeed lead to development,

although — as argued above — development can renitbenatically taken for granted.

1.3 Overview of the book

Chapter 2 is devoted to the theoretical backgroafmithe study. It begins by illustrating the
relevance of professional development as a resdastle and then focuses on teachers’
competences, considering how they have been gtgdwedoming more comprehensive and
aligned with the general discourse in professiaoahpetences. The chapter then summarises
relevant issues in the field of teacher developraedtaddresses main factors discussed in the
literature for their impact on teachers’ developm&uilding on the insights gained from the
literature review, the author then articulates sasects that have not yet received sufficient
attention, framing in so doing the perspective @adved for this study and presenting the
overarching research questions.

Chapter 3 describes the design of the researckegirdi documents the methods used to

5



1 Introduction

conduct the study and the rationale for using thHéemcludes a description of the participants
and of the type of data on which this this emplriogestigation is based and details of the
research questions.

In Chapter 4 the results of the data analysis &eudsed. The chapter documents how the
data have been explored in order to identify wHimims the personal contribution of the
teachers take when approaching the task of their d@welopment and how these features
may impact on the learning process. Lastly, anuatein of the procedure used completes the
discussion of the results.

Chapter 5 wraps up the findings, summing up majsues that emerged from the analysis.
These are considered as a springboard for furtte@mnimation of the theoretical and practical

implications of the study.



2 Theoretical background

2 Theoretical background

This study focuses on the professional developnuénianguage teachers and looks in
particular at teachers in the learning mode. Spatiy, because it attempts to understand
teachers’ professional competence and how the gsiwieal development of language
teachers unfolds, the concepts of ‘competence’@mdessional development’ constitute the
theoretical basis.

The first part of the chapter describes the releganf the topic, explaining the reasons why
professional development is an attractive reseesire. In the second section the focus will
concentrate on relevant issues in the debate degsional competence in order to highlight
the specific significance of the term. The attemtis then drawn to teachers’ professional
competence and to the way this concept has dewkloper time in teacher education,
pointing out how the debate on teacher professiocoalpetence is now overtly aligned with
contemporary conceptualisations of professional pgience. The chapter then proceeds by
reviewing the most relevant factors that are argaglaying an important role in teacher
professional development. These factors consider ridle played by practical teaching
experience, teacher development initiatives, teathieeliefs, reflection and theoretical
knowledge. A special section is reserved for regedhat has explicitly addressed the
teachers as learners. Most of the studies mentionglde review were carried out from a
different perspective to the one adopted in thisdgt which focuses on the learning-
perspective of the teachers themselves. Howevey, still point towards significant aspects
and can inform this study about important aspedtsteachers' professional learning.
Therefore, after reviewing these studies, | wilbKoat their implications for the specific
perspective of "teachers as learning professionAlsummary specifies relevant differences
between the review and the present study.

Building on the insights gained from the survey kst section of this chapter establishes the
framework of the research study. It begins by iatlig some gaps in research and the
perspective that could be taken to look at teapha&fiessional development. It emphasises the
concepts of autonomy and meta-cognition as reletanthe perspective of professional

development as autonomous enterprise. Then, ifwdes with the research questions.



2 Theoretical background

Structure of the chapter:

2.1 Research interest: Why study teachers’ prajassidevelopment?
2.2 Teachers’ Professional Competence

2.3 Teachers’Professional Development (TPD)

2.4 Main factors affecting the teachers' developrpencess

2.5 New focused perspectives on teachers as Isarner

2.6 Summing up

2.7 Teachers as learning professionals - Framiagdsearch questions

2.1 Research interest: Why study teachers’ professial development?

Nothing in the field of research about languageheay over the past few decades has been
felt more necessary than reform and change in thg language teachers teach. The
extensiveness of the literature about teachersfepsmnal development indicates its
increasing importance for both teachers and rekeesc “Why bother with professional
development?” is, for example, the title of a cleaph Pursuing professional developmédayt
Bailey et al. (2001: 6-10), who, in answering tlgsestion, point out many reasons for
teachers to pursue it. Among them are: acquiring skills/knowledge, coping with the
changing world, overcoming teachers’ sense of ismia “expanding one’s conceptual
understanding of teaching and one’s vocabulary d@cussing that knowledge”. One
additional reason is that teachers — as do moségsionals — gain self-confidence through
their job and a sense of identity when recognisdike-minded circlesilid. 10).

There are good reasons for researchers as welttss fon teacher professional development,
the main reasons concern quality and innovationamguage teaching. The interest of
researchers in teacher development is based oasthenption that well informed teachers
will perform better and will, in so doing, positiyeaffect the outcomes of their learners. To

illustrate this assumption graphically:

TPD — (innovatiom—> quality in teaching—>  teetlearners’ outcomes
programmes

Figure 2.1 Assumptions behind interest of researcteacher professional development
A proportional relationship is usually assumed lestwteacher professional development and
learners’ learning: successful school developmebelieved to be dependent upon successful
teacher development (Day 1999: 2; similarly Camipb@09: 15). In summing up the lessons
we can learn from research findings, Darling-Hamch&McLaughlin (1999: 377) state that
there is growing evidence that what teachers knolbstantially influences what students

learn. They cite Ferguson’s (1991) study in whielachers’ expertise was coupled with

8



2 Theoretical background

students’ achievements in reading and mathemafios.study indicates great variations in
teachers’ expertise, and argues that the qualificatof the teachers had an impact on the
differences in the students’ achievement. Suchlteeate corroborated by similar studies that
found substantial positive effects for certifiedadbers in contrast to uncertified teachers
(Lipowsky 2006: 51; Darling-Hammond 1999 quoteddBCD 2010: 22).
Kraler (2008: 170) points to a similar postulatetlas basis of any assumption about the
efficacy of teacher development initiatives, whésgic connects teacher development in a
chain with individual and social benefits, as heasiirates in the following:
good teacher education
good teachers
good instruction
good pupils
benefits for individuals and sociéty
From the reasons described so far, it becomes mvidat the role of teachers is an important
one: they have a significant impact on endeavaurmsprove schools (Hawley & Valli 1999:
128), and are as such, the mediators between itinn\efforts and learners:

Innovation Policies  Teachers Learners
Figure 2.2 - Teachers as chain links

It is clearly teacher change that is the desireadame of teachers' development programmes
and initiatives. However, equating professionalelegment and teacher innovation would be
as dangerous as equating teachers’ instructiorleanders’ learning. The brackets around the
word ‘innovation’ in Figure 2.1 indicate that inration, i.e. changes in teachers, may occur
but may not, as there is no guarantee and no cdinkabetween teaching and learning.
Firstly, teacher change is complex and unpredietgblay 1999: 15; Freeman 1989: 42).
Secondly, some scholars, as for example LipowsR{@252), suggest caution when linking
teaching, teacher training and learners' learnarguing that no linear connections exist
among them. However, keeping this qualificatiomiimd, it may be helpful to point out some
empirical studies which investigate the effectsraining and relate them to learner outcome.
The studies by Vehmeyer et al. (2007) and Kleickm&rMoller (2007), for example, claim
positive evidence for the experimental groups atkers and the progress of their students.
Even if the aim of professional development progrees is not always immediately related to

éAuthor’s translation.



2 Theoretical background

the learners’ outcomes, the intention of many neteas is that teacher education “become|s]
sufficiently powerful to immunize teachers agaitie conservative lessons that most learn
from practice” (Loewenberg Ball & Cohen 1999: 6higin itself is a worthwhile reason to
pursue professional development and to conducarelsento it.

Teacher professionalism is a recurring concerreséarch, which has increasingly focused on
the competences that teachers need to make progresslow the concept of teacher

professional competences has evolved is the comtehe next section.

2.2 Teachers' Professional Competence

Professional competences are used as an obvioms vitkden referring to the necessary
requirements to carry out a profession. | will tiesxamine the concept of professional
competence and will begin with a short analysighef way the term has evolved recently,
presenting the most relevant insights into reseamhprofessional competence. In the
following subchapter the focus will be restrictedtéachers’ professional competence. The
aim is twofold: to understand the development dredkey aspects discussed in the debate on
teacher professional competence in more depth@worie hand, and to uncover the points of

overlap and interdisciplinary connections on theeat

2.2.1 Professional Competence

In this section some key aspects related to theeginof professional competence will be
highlighted. The notion of competence has recesteth increasing attention recently that, in
agreement with Jung (2010: 41-58), it can be damtthe shift from a knowledge society to a
"competence society" now distinctly characterisesepistemological context.
In his in depth analysis and discussion of this giem concept, Jung (2010: 41-44) describes
how, due to social and economic changes, the regphbty for the development of
competence has been transferred from the instisitto the individuals. Jung shows how
earlier terms related to indispensable job requarasin the post-industrial society have been
replacing each other in succession, beginning Wgtralifications” (characterized by clearly
defined capacities), moving on to "key qualificagd (i.e. domain specific and general
abilities) and then to the current requirementgrbfessional competence”. In short:
"qualifications” "key qualifications” "professional competence”

Figure 2.3 — Succession of job requirements irpth&t-industrial "competence society"
Adapted from Jung (2010: 41)

According to Jung (2010: 42-43), the competenceashe® in our society are closely related

to new technologies, which require new and spe@dliactivities, that are based on the

10



2 Theoretical background

intrinsic motivation of the employees. Jung, howewensiders it too restrictive to explain
competence only from the perspective of liberalnecoic policy. His suggestion accentuates
the dimension of self-activation and participatafrautonomous individuals. Quoting Hohne
(2006), Jung's (2010: 41) analysis emphasises hevabilities of self-organisation and self-
regulation have become constitutive characteristitbe “competence society”.

One issue that has been debated in this regarn@sedlathe relationship between knowledge
and competence. Jung (2010: 37) explains the diifax between the two and at the same

time gives a short definition of competence:

Knowledge remains knowledge! To refer to the hurapacity of the holistic,
complex and purposeful concurrenceknbwledge, will, action and reflectighere
is another term, namely competence (italics inottiginal; author’s translatidh

Following Jung, the difference between knowledge aompetence lies in the fact that
competence is more than knowledge: it has to db thé management of knowledge and
includes the personal and professional abilitiesded to face professional challenges. In this
sense the acquisition of new knowledge only defimgsart of the concept of competence.
Recent insights in the research on competence (J0hQ; Bader & Muller 2002; Kraler &
Schratz 2008; Gruber & Rehrl 2005) emphasise therdependence of self-competence
(including all the cognitive, emotional and volitia® processes relevant for development) on
other competence dimensions (knowledge, methodm@gisocial and self-regulative
competences). Volitional and motivational aspedéy @ determining role in both affecting
the effort expended and the perseverance devotedask. In a similar vein, Eraut (1994: 81)

includes “control knowledge”, which

refers to knowledge that is important for contradlione’s own behaviour [...] and
covers all of the following areas: self-awarenesd aensitivity, self-knowledge
about one’s strengths and weaknesses, the gapdretweat one says and what
one does, and what one knows and does not knofrmasslagement in such
matters as the use of time, prioritization and gitien; self-development in its
broadest sense, including knowing how to learn @wtrol one’s own learning;
the ability to reflect and self-evaluate, that tis,provide oneself with feedback

[...].
Eraut (1994: 95) adds that this kind of knowledgeconsidered “meta-knowledyei.e.

knowledge about knowledge and its use, which guagshinking and one’s learning”. His

" "Wissen bleibt wissen! Fiir die menschliche Beféhig des ganzheitlichen, komplexen und zielgerientet
Zusammenwirkens voiWVissen, Wollen, Handeland Reflektierengibt es einen anderen Begriff, den der
Kompetenz" (Jung 2010: 37).

8 Volition refers to the control devoted to attentionotivation and emotions in attaining an aim (@of993;
Gotz 2006: 23; Schmitz 2001). It is consideredacess of self-regulation.

° In accord with Flavell (1987: 24), who argues thmcoming aware of our intellectual experiences is
synonymous with meta-cognition.
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pioneering and demanding view of professional kealge clearly extends the concept of
traditional competences, calling for a sense gbaasibility in professionals. Eraub{d. 81)
bemoans that control knowledge “is rarely given meagplicit attention” despite the fact that

it has a superordinate role in professional devakt “because it incorporates the means by
which one uses all the other forms of knowledge”.

Some researchers, such as Jung (2010: 46), emplussspecific property of competence,
namely its relationship to reflection. According dang, each reflective action leads to the
development of competence, if the new is linketh® search for its realisation, exploration
and implementation. In this sense reflection tums competence only when it is related to
action.

This more comprehensive understanding of competeeesns to accord with Weinert's
(2001) as well. In an extensive analysis of theiowsm meanings of the concept of
competence, Weinert shows how broad the concepb&asme over time. He points to the
difficulty in conceptualising competence, which slib be understood primarily as “the
mental conditions necessary for cognitive, socalgd vocational achievementibid. 56).
When describing the different uses of competendkarcourse of time, Weinert indicates that
competence depends on more than cognitive preregglisnvolving also motivational and
volitional aspects and deliberate practice. Thidanstanding of competence is also suggested
in R. Brown (1994: 292), who maintains that to eao cope with complex demands in
professional practice, meta-competence is necesddng is defined as the ability to
transcend and to direct other competences.

Further, Weinert (2001: 54-60) argues that it isassary to distinguish between competences
and meta-competences: the latter refer to the awaseof what we do and are based on the
ability to introspect cognitive processes. Metaritige competence is recognised in
Weinert's account as the necessary “expertise amoegelf as a knower, learner and actor”,
which allows goal-directed behaviour. As with Efauwontrol knowledge, meta-competences
therefore also have for Weineibifl. 60) a superordinate role inasmuch as they serve to
“organize and reorganize available competencieslaptive and flexible ways”.

Jung (2010: 4-5) proposes ‘competence acquisa®a comprehensive term, which includes
different appropriation processes: competence rtiediaand competence development.
Instruction and guidance prevail in the former, velas construction and self-regulated
development characterise the latter. In accord Eithut's and Weinert's perspective, Jung
(2010: 14-17) argues that competence acquisitiopem#® on will (motivation and

disposition), cognition (subject specific abilitiasd knowledge), and skills (Figure 2.4).
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COMPETENCE ACQUISITION
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motivation - volition - strategies - cognitioskills

Figure 2.4 - Processes leading to the acquisii@ompetence - Based on Jung (2010: 4-5)
It is exactly the integration of motivational andlitional aspects that identifies processes of
competence acquisition. As Jung explains, the egipbn of knowledge or rules alone is
insufficient. Challenging situations are conducieethe development of competence only
when the will to overcome difficulties caused byerth arises in the actors. The key to
acquisition and development of professional compmeds seen in self-competence, in the
individual disposition to perceive opportunities ftevelopment (Jung 2010: 29). Those who
do not even perceive the need to improve or acsaa@pbptimal situations will less probably
develop competence. In these terms it seems thatedmpetence coincides with Weinert’s
understanding of the term as the “mental conditid@Scribed above. Thus, Jung’s concept of
competence has the merit of conceptualising competen a very comprehensive way, as a
link between the individual goals, abilities orlkisocial, cognitive or behavioural) and the
collective demand$
Another fundamental aspect that has been touched impthe discussion about competence
regards the relationship between competence aralation, a relationship which is at the
core of debates in teacher education, and is telewvant for this study. Jungbid. 2)
considers competence acquisition a key competeas@adnys for all processes concerned
with innovation. The meaning of competence in Joag, in my view, essential consequences
for language teachers, in the sense that it isongdr bound to the ‘classical’ knowledge
dimensions of competence (such as subject-mattewlkadge, methodological knowledge,
pedagogical content knowledge, etc) but is condedtstead with the ability of the

professionals to cultivate and regulate themselwaneet social demantdsIn Jung’s ipid.

10 Kompetenz definiert sich als die individuelle odeollektive Befahigung eines Individuums kognitive
soziale und auch verhaltensmaRige Fahigkeitenjgkeiten und Kenntnisse so arganisieren dass die
individuelle oder kollektive Wiinsche, Ziele oderchwgestellte Aufgaben und Anforderungen erfiillt aregr
kénnen* (Jung 2010: 13, quoting Frei 1993; italicsthe original). (For a similar view, cf. White 39 as
qguoted in Weinert 2001: 49).

Y“This poses fundamental difficulties when attemptinget standards for teachers' actions (Baumdfusier
2006: 478) and even more when attempting to measuest professional competence on the one harfdr o
teachers to prove their own standing on the other.
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18) view what is crucial is the willingness of ttaetors” to accept challenges and demands as
opportunities in which they can cultivate their jddsign on their own.

A recent perspective on competence focuses omigmeipatory charactér In this regard the
distinction between narrow and broad conceptuaisatof competence is fundamental. As
Jung (2010: 51) expounds, narrow views of compete(for example transformative,
linguistic) find the distinction between competermed performanc@ useful. From this
perspective however, because of the influence divitdual (motivation-knowledge) und
social (norms) factors, performance can not be nsholed as a direct transformation or
realisation of competence. Unlike narrow views,dof@onceptualisations of competence see
it as emancipatory in the sense that the abilityntegrate cognition, will, reflection and
performance in action can lead to the self-reatisan a social contet

A final aspect of professional competence selefdethe purpose of this study is offered by
the concept of "action competefite(Weinert 2001; Bader & Miiller 2002). This complex
theoretical construct defines the prerequisiteessary in order “to fulfill the demands of a
particular professional position” (Weinert 2001; Similarly Gruber & Rehrl 2005: 6-8).
Action competence corresponds to the current ghithe professional domain and is defined
as the competence which allows "individuals to usi@ad the increasing complexity and
uncertainty of their environment by approachingvith confident, goal-orientated, flexible,
rational, critical, reflective and responsible bébar*'® (Jung 2010: 58 quoting Patzold 1999;
author's translation). This very extensive undeditegy of competence is tied to a functional
and social view of competence, linking individuahitning and action (performance) and
including the individual (cognitive, motivationakrgrequisites and social abilities) and the

social context (performance demands as well asaaglspecific knowledge demands).

2 This accords with the emancipatory view of reflecty Vieira & Marques (2002), cf. Chapter 2.8.

3 |n the present study the researcher does not sugegparating competence from performance, fomabeu of
reasons. Firstly, | agree with Weinert (2001: 58rBfonsidering the concept of competence as pexpby
Chomsky as not suitable for non-linguistic purposgscondly, it is not always possible empiricalty t
distinguish metaknowledge from motivational anditiamhal processes. As suggested by Weinert, what we
measure is always a conglomerate of metacognitidggments, feelings of efficacy, and volitional ttoh
beliefs. Thirdly, the concept of action competeaseadvanced in recent psychological research ohsi@a be
regarded as a way to overcome the separation opemce and performance (Gruber & Rehrl 2005: 6). A
further advantage of this concept is constitutedhgyfact that it gives space to individual diffeces, which
were ignored in Chomskian tradition (Weinert 2088).

* This again constitutes a challenge for testindgssional competence.

15 "Handlungskompetenz" is the German term. | uséidacompetence" as the translation of this ternit &s
used by Baumert & Kunter 2006, Gruber & Rehrl 20@&h articles refer to Weinert 2001.

'8 Jung (2010: 58): "die zunehmende Komplexitat umbéstimmtheit seiner Umwelt zu begreifen und durch
ziel- und selbstbewusstes, flexibles, rationalestiskh reflektiertes und verantwortliches Handein
gestalten".
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Contrasting other conceptualisations of competeéhaeaccentuate either domain-specific or
domain-general abilities, cognitive or motivationakpects, action competence is a
multidimensional construct that attempts to overeotimese separations and offers a very

comprehensive perspective on competence:

The theoretical construct of action competence ecehgnsively combines those
intellectual abilities, content-specific knowledgmgnitive skills, domain-specific
strategies, motivational tendencies, volitional todn systems, personal value
orientations, and social behaviors into a complestesn. (Weinert 2001: 51)

Similarly, the way Gruber & Rehrl (2005: 6) undersd action competenteovercomes the
dichotomy between competence and performance becassthey explain, the construct
emphasises knowledge as a central component, ahilee same time tackles the ability to
perform a task. However, although Gruber & R&hregard competence acquisition not
simply as the addition of new knowledge or as samptactical professional experience,
unfortunately they do not address one aspect wégehms to me crucial in this reghtdas
recognised in the discussion so far: that thetghidi restrucuture existing knowledge requires

a corresponding attitude of the individuals.

To sum up, the development of the concept of psideal competence reflects the new
understanding that being capable of competent pedoce requires more than knowledge.
The way professional competence has recently beaneptualised includes the ability to
cope with challenges and involves the complex aaigon of knowledge, will, attitudes, self-
regulation, reflection and action as integral paftsompetence. Meta-competence is one key
aspect of professional competence and is viewdHeapre-requisite for developing complex
capacities and an awareness of what is to be adistrag.

Competence acquisition is as important as profaakicompetence in itself. It depends on

demands and challenges in any given context, wdrieldeemed to be accepted and mastered

" The concept of action competence has been apgéipecially in the analysis of the necessary cantifor
success in meeting task, goal, and success criterigelected fields of action. As reported in thextn
subchapter, it is at the basis of the model of ciea action competence / Lehrerhandlungskompetenz”
proposed by Baumert & Kunter (2006).

'8 Gruber & Rehrl (2005: 6-8) define action competens "the ability not only to grasp the demandsealeon
them [in relation to one domain] with their thedcat knowledge, but also to overcome these demands
successfully" (author's translation). They propfme relevant aspects: 1. Knowledge and Memory ¢whi
refer to the ways in which competent professiomatganise specific knowledge), 2. Problem-solvingl an
decision-making (this aspect refers to the abflityffind appropriate solutions), 3. Routines (théers to the
ability of professionals to comprehend rapidly wisatequired in specific situations thanks to aatiion of
cognitive schemata) and 4. Communities of expéartedration and consequent recognition of competent
individuals in a social context and in a community)

% They address instead another aspect and elalmratenodel of dynamic memory organisation, to regme
the acquisition of experiential knowledge.
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on the part of the professionals. The key to adtjpisand development of competence is
viewed in self-competence and resides, as suchthé individuals. Comprehensive
perspectives on competence have been proposed, asickthe construct of "action
competence” making the strong claim that knowledged reflection will turn into
competence when they are skillfully and delibesatedinslated into action.

These ideas will be discussed further in the naktkapter, which turns to the concept of
professional competence in the field of languageher education and focuses on essential

milestones in the debate about teachers’ profesksation.

2.2.2 Teachers’ Professional Competence

The issue of language teachers' competence hasnbeicgreasingly relevant over the last
few decades. For a long time teachers’ competeasdben conceptualised as a “knowledge
of content”, as Shulman (1986: 7-8) laments. Theree been many attempts to identify the
“core” knowledge base of second language teacheicatidn. Richards (1998: 1-14)
considers six areas as constituents of this cdreortes of teaching, teaching skills,
communication skills, subject matter knowledge,ggexpical reasoning and decision making,
and contextual knowledge. Traditionally, accordiadreynolds & Salters (1995: 355), to be
a competent teacher means being “able to use kdgel® decide what to do in a situation,
to act on that decision to bring about some objectand to do this in an effective and
appropriate manner”.

Shulman presented a new perspective on teacher lédgey and suggested a seminal
distinction between teacher knowledge as subjedtem&nowledge, pedagogical content
knowledge and curricular knowledge as constitutive professional knowledge. This
tripartition”® was intended to render more appropriately aspkatshad been neglected up to
that point, such as the complexities of teachensleustandings of their work, the source of
their knowledge and their interaction with this knedge (bid. 8).

Shulman’s ipid. 8) appeal that research on teaching should fowue on teachers’ learning
and his effort to establish a different perspectireem the traditional view of teachers’
knowledge have fortunately been increasingly a@mkeph research on language teacher
education, so that the debate has yielded manyafuedtal insights. As a result, in attempting
to reconceptualise teachers’ competence, some rcbeea have recently claimed that
teachers' competence does mean more than knowledgeg & Teasdale (1999: 65-7) for

example have advocated a differentiation betweeher professional knowledge and

0 This proposal was later revised and expanded thihfoundations of education” (Shulman 1989 qudted
Baumert & Kunter 2006: 481; 484).
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teacher professional competence, implying that gasibnal competence is a complex
construct that involves more than cognitive actoratsubject matter expertise, pedagogy and
school development. In this regard, Reynolds &e34[t1995: 352-8) propose a holistic model
of teacher competence which goes beyond mere experiand knowing. They suggest that
knowledge and understanding are essential factorsteacher competence, but that
competence depends upon experience and executilieesbas well. They also include
individual characteristics (such as intention, dspons and mental habits) as crucial factors
that allow for flexible performance. Going beyondolwledge thus consists in the ability of
the teachers to value new information, and in tbemmitment. Development is related to the
teachers’ abilities to elaborate on information dtwform a network of understanding or
schemata which allows a flexible response to chanpgsituations” ipid. 352). The
development of this network depends upon vocati@mal cognitive skills, and practice.
Expertise in this model is not directly measurdtheough simply observing behaviour and
ticking off elements on a checklistib{d. 353) because it has to do with enduring latent
abilities, general capabilities and dispositionseyRolds & Salter view the teachers’
interpretation of the situations as an essentgtlirditive trait of professionals, and argue that
competent teachers draw their “theory-impregnatg@oiti. 356) perceptions and decisions
from both their previous experience and their franmik of knowledge. In my view, the merit
of their approach is in having recognised the needtegrate elements that ensure dynamics
in the concept of competence.

Reynolds & Salter' model seems to be in line wii ‘teflective cycle’ proposed by Wallace

(1991) in his influential model of professional é&pment:

Received

knowledge
Trainee’s ﬂ
existing Practice Reflection Professional
conceptual <> ’ competence

schemata or w
mental Experiential

constructs knowledge ‘Reflective cycle’

Figure 2.5 - Reflective practice model of profemsiceducation/development.
(Source: Wallace 1991: 49)

Three key issues are recognised in the model atishedi in the following discussion. The
first is related to the fact that trainees seldameethe professional situation “with blank
minds and/or neutral attitudes” (Wallace 1991: 3@)s addresses their underlying beliefs

(included as “conceptual schemata or constructhermodel). The second regards the key
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elements of "received knowledge" and "experierkidwledge" and refers respectively to the
knowledge that teachers “receive” (facts, dataesearch-based theories) and experience in
action. The last issue emphasises the reflectiecie@ds an ongoing process of reflection on
the two types of knowledge, and thus indicatesrtigortance of merging both in professional
action as crucial for development. What is evidentWallace is the shift from a view of
language teaching as a mastery of discrete skilla view that emphasises the process of
learning to teach, with an implicit progressive gmment, which means that the process is
continuous and dynamic. Despite the merit of thigppsal, the learning processes involved
for the teachers are not visible enough in Waloebdel of professional development. They
emerge more clearly in the next models outlinedwwel

When looking closely at the constituents of teaghefessionalism, Schratz et al. (2008: 129-
135) suggest five components for teacher profeasidevelopment: reflective and discourse
ability, professional awareness, collegiality, @pilto differentiate and personal mastery.
These components pertain to various domains, ssdeaability of collegial sharing and
cooperation, of observing oneself critically and ksfowing how to cope with learners’
diversity. Furthermore, Schratz et al. claim theachers’ competence includes, but is not
limited to, self-reflection. What is required indagion is the ability to recognize what is
characteristic for the profession and to be opechenge. Finally, teachers’ professionalism
involves knowing how to deal with oneself in a msdional way, for example, preventing
knowledge from becoming inert, or learning fromoesr This requires the ability to perceive
oneself as a learning selbid.135). In essence, | see the value of Schratz'stpmbposal in
the fact that they suggest an extended understquoditeachers’ competences, which includes
individual (dispositional) and social aspects, amtse common denominator consists, in my
view, of the teachers’ increasing awareness ofitleecomponents listed above.

Under the premise that there is a considerable dd@mpirical evidence with respect to the
significance of professional competence, BaumertKénter (2006: 479-486) suggested
another model of teacher professional competermuaféssionelle Handlungskompetenz”.
They reflect on the complex nature of teacher cdemmes and point to some paradoxes of
research perspectives on this issue: on the ond, tfam difficulty of standardising teachers’
action, on the other, the many attempts to deviapher standards that can frame and define
teacher competences. Building on previous concesatians of teacher professional

competence, such as Shulman’s (1986), and on orilestin the debate about reform and
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innovation in teacher educatfdn Baumert & Kunter (2006: 480) recognise that these
conceptualisations are consistent with the themakttonstruct of 'action competence' as
suggested by Weinert (2001; cf previous subchated) propose their model of teachers'
professional competenceas a more comprehensivenand appropriate competence in
education. This competence arises from the intgrpfafour components: declarative and

procedural knowledge; values, beliefs, and goalstivational orientations; metacognitive
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Figure 2.6 - Baumert & Kunter's (2006: 482) modeteachers' professional competence

The model that Baumert & Kunter present extendshie® competences beyond the

traditional domains of teachers’ knowledge and psgs a multifaceted perspective of teacher
knowledge and competence, which includes persomativational and self-regulatory
dimensions in the understanding of competence. &élfacy’’, as a mechanism of self-
regulatior?® that allows for goal oriented action, and intrinshotivational orientation are

important components of teachers’ competence as Balmert & Kunter indicate that other

2L The milestones they mention include HERA Panel on research and teacher educat®ochran-Smith &
Zeichner 2005) and the volunireparing teachers for a changing wor{®arling-Hammond & Bransford
2005) for the English-teaching context and the Ahgg8bericht der LehrerbildungskommissiBerspektiven
der Lehrerbildung in DeutschlandTerhart 2000) and the Swiss Research Reptfitksamkeit der
Lehrerbildungssystem@Oser & Oelkers 2001) for the German-speaking cdnt€hey also draw on the
standards What Teachers Should Know and Be Able to', Oieveloped by the National Board for
Professional Teaching Standards (NBPTS 2002).

22 The concept of self-efficacy refers to the beliefone’s capability to perform a task despite diffties
(Schunk et al. 2010: 139). It has been elaboratazhsively by Bandura (1997).

% The concept of self-regulation will be addressethore detail in Chapter 2.7.
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mental aspects beyond cognition, such as valuex@mdctions, are also central in the task
of development. Their understanding of self-regafatis, however, different from that of
psychological research, in fact they describe imamagement of stress to prevent burn-out
rather than regulation of one’s own learning prec&®onetheless, one important issue should
be noted here: their model of teacher competencevestly aligned with contemporary
conceptualisations of competence. Unlike Weineastd Jungs' conceptualisations of
professional competence, all components of competare integrated in Baumert & Kunter's
model in a non-hierarchical manner. As a conseaeself-regulation skills do not play a
superordinate role and cognitions about the selfited to learning for teaching, are included
as beliefs. This is a point of divergence with pinesent study, which assigns a superordinate
role to the metacognitive, strategic and self-ratprly dimensions which are responsible for
the necessary dynamfésequired in professional development. To summaseimert &
Kunter's merit consists first in the fact that tm@me their model "professional competence”
to accentuate the importance of including motivadioand self-regulatory aspects in the
concept of professional development. Second, theodel of “teacher professional
competence” extends teachers’ competences, adoptsiltdimensional perspective and
emphasises the interaction between cognitive, rabtimal orientations and values,
professional action and professional knowledgeirTihedel is, further, a valuable attempt to
embed teachers' professional competence in a inetaetical framework that allows theory-
based discussiong{d. 470; 481) about this issue.

The marked movement away from a rather narrow quiare of competence towards a more
comprehensive one is also apparent in recent @seacounts of teacher competences, such
as the one pursued in the study “Professionalitétseklung von Lehrer/innen(teams)
PEL(T)"(Stern & Streissler 2007). In this studyatber competences are defined as explicitly
going beyond knowledge (subject matter knowledgslagogical content knowledge) and
extending to the abilities to apply this knowledgepractice. To be able to face the new
challenges in education and meet the expectatidmewmfgy change agents, teachers must be
able to update their knowledge and expand theirpatemces, i.e. be able to develop in a
lifelong dynamic learning processbid. 2). The suggested understanding of teacher
competence is, in their view, less and less resttito the “core business” of the classroom.
Teachers are now expected to be involved in réflecbout themselves and the role of their

teaching community, in an attempt to create a le@laamong four dimensions: action,

4 As also recognised above by Reynolds & Salter §19&d later by Freeman (1989) and Terhart (206R2);
Chapter 2.7.
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reflection, autonomy and networking (quoting Albder & Krainer 2002,ibid. 3). They
address new critical aspects of teacher profedssomand claim that teachers can construe
their development, confront new challenges andcatly monitor their learning procestbid.

3). The characteristics of teacher competence sheyort refer to three areas: “classroom”,
“school and society” and “professional and persatelelopment” and are meant as a basis
for the self-assessment of teachers. In this, Sfei®treissler’ (bid. 3) research findings
clearly indicate a new view of teachers, whose riegmitive activation in the conscious
control of their professional developm®&his an essential feature of teachers’ professional
competences.

Similarly, Lipowksy (2006: 55) includes self-reldte cognition (“selbstbezogene
Kognitionen”) in his list of teachers’ competencasd mentions as examples displays of
competence, such as setting higher goals and pignnVith the inclusion of such
competences, the dimension of self-regulation sedaagain as an integral component of
teacher competence.

Some essential ideas that have emerged in thesdiscuso far in relation to the professional
competence of teachers culminate in the concepheof'professional self’, as proposed by
Bauer (2000), which links professional competendt whe issue of professional identity.
Bauer (2000: 64-5) claims that teachers' profesdiem manifests itself not only in action, it
necessitates an ‘inner representative’ and thedtbam of a professional self, whose critical
components are autonomy, reflective ability, coapen, teacher knowledge and a
specialized professional jargon. Bauer explains tthia view of the professional self enables
continuity and also allows for professional changbus, through the "professional self",
Bauer adds a new dimension to the concept of pimfieaslism, and this accounts for the
internal dynamic processes of the teachers. Thiewwlg Figure 2:7 shows that the
‘professional self’ develops from the interactioatween internal processes and external

factors.

% "Lehrer/innen konnen ihre Professionalitatsentwiol in die eigene Hand nehmen, [...] und dabei ihren
Lernprozess selbstkritisch Uberprifen” ( Stern&Ssler 2007: 3).
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aspirations, values, beliefs and personal compeserand the expectations of a “critical
observer”. The latter seems to be an internalt-buimonitor, which has the role of being a
critical and productive source of conflict. The dfgssional self’ thus becomes evident not
only in pedagogical action but also as an intereptesentation of the individuals who feel in
charge of their development. An important implioatof Bauer’'s (2005: 75-87) ‘professional
self is that it acknowledges the drive to moveward — intrinsic in the concept of
“professionalism” — as its own drive; growth (reéswd from curiosity to discover new things
or to see old ones from a new perspective) beconmeshis model, a personal and
professional requirement.

Other similar concepts of professional identity évalso been proposed: Pennington (1999:
106) for example speaks of a ‘professional persd@ampbell et al. (2009: 29-30) consider
the exploration of teachers’ professional identty essential to professional performance.
They cite Maclure (2001), who suggests that idgntén be an organising principle in
teachers’ jobs and lives and that teachers’ idemiinstructs can be seen as “devices for
justifying, explaining and making sense of one’seeg, values and circumstances”. Similarly,
Johnston et al. (2005: 57) investigated how ESthees develop professionally by relying on
the concept of ‘professional identity’ as “negag@tidentity”, shaped by contextual factors
and by the agency of the teachers. The differeretevden these constructs and Bauer’'s
‘professional self’ is that, although appealings tormer remain to a certain extent vague and
do not address appropriately the creative and ocexnplccomplishment of professional
development which occurs within an individual andinteraction with the environment. In
this respect, the construct of the ‘professiondf’ geoposed by Bauer represents a more
effective metaphor to account for both the persammaltribution of the teachers and the
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influence of the context, as well as being ablegémerate a stronger appeal and higher

identification effect for teachers.

Summary

One objective of this chapter was to understand eda@ution of the term "professional
competence" and to analyse key aspects which hraeeged in the debate on teacher-specific
professional competence. The most relevant featressearch on teachers' competences
have been highlighted, emphasising a salient shiftm an initial focus on content and
subject matter knowledge, teacher competence ha&n lexpanded to include self-
competences, individual and social aspects and-ocostgpetences, which are thought to be
superordinate and responsible for the dynamicsimed)jin teacher development.

Another objective of this part of the review was uncover areas of overlap with the
contemporary conceptualisations of the term in gargrofessional competence. By that, the
review also illustrated fundamental interdisciptynaonnections, and pointed out how the
debate on teachers' professional competence is owastly aligned with contemporary
conceptualisations of professional competence whittude cognitive, strategic, meta-
cognitive, motivational and attitudinal componenthis inclusion strengthens individual
accomplishment in the development of professionaimetence and suggests that teachers are
the main contributors to their own professional elegment. It also addresses the creative
and complex accomplishment of teacher developmecityding the interaction between the
individuals and the environment, and above all esses the process and its dynamism.
This is a pertinent and fundamental aspect of tleéepsionalisation of language teachers,
because this issue is linked to innovation in laggu teaching. Professional competence
emerges as a dynamic concept including self-reneamdpetences as key elements for all
processes concerned with innovation and thus Wwethdevelopment of teachers' professional
competence itself. In this sense the acquisitiah the ongoing development of competence
are integral parts of professional competence dkasethe dispositions of the professional
actors involved.

Furthermore, the new understanding of teacher ctanpe is relevant for the present study
not only because it broadens the scope of profeak@mmpetence, but also because it raises
further questions, such as what professional coemget means for teachers and what the
processes are behind this competence. This wélddgorated on in subchapter 2.7.

To look more closely at relevant aspects of theettggment process of the teachers, the next
sections turn to the central concept of professideaelopment, beginning with a definition

of it.
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2.3 Teachers’ Professional Development (TPD)

In concordance with Campbell et al. (2009: 16) fitdag professional development is not an
easy task”. A good starting point is looking athhebmponents of the term. ‘Professional’
contributes to our understanding by addressingsgiexialised, exclusive and continuative
character of teaching, whereas the term ‘developmeplies any increase in degree or
guality and the move from simple stages to more pternand advanced ones. When we
consider how the term ‘professional developmentised in the literature on the subject, it
appears to function very much like an umbrella teltnoan indicate the activities, courses or
programmes that teachers attend, or teachers’ sitiqniof specific subject knowledge and
skills, or the process of teachers’ growth. Thisfasion has been noted in some accounts
about teacher professional development: FreemaB9(197) points out that the terms
Education, Preparation, Teacher Training and Deweént “have been and often continue to
be used interchangeably”. He preserves the termcdfidum for the superordinate, and
suggests Teacher Training and Teacher Developroerdescribing the strategies by which
teachers are educated.
There is further disagreement about what can bsidgered ‘professional developmétit'as
Freeman observes, workshops were and are the rooshen activity type, but other new
forms are emerging (Darling-Hammond & Sykes 19@hn3on 2009, Campbell et al. 2009,
Bailey et al. 2001, Richards & Farrell 2005). Othargue that professional development can
be extended to all forms of learning, includingvpte, informal activities or hallway
conversations (Borko 2004: 4). Not dissimilarlye tboncept of ‘professional development’
that Day (1999: 2-3) suggests includes:

- the largely private, unaided learning from thectang experience

- informal development opportunities in schools

- the more formal ‘accelerated’ learning opporti@sitavailable through internally and

externally generated in-service education anditrgiactivities.

A further relevant feature of “professional devetamt” is presented in Wallace’s (1991: 58)
definition of professional competence as “a moviarget’ or a horizon, towards which

professionals travel all their professional life kdnich is never finally attained”. This view of

% All attempts to define professional developmeiit probably ignore to some extent the role of pea
qualities such as enthusiasm for the job, becauwsg defy standardisation and definition. This is ttase
when we read that “professional development is aball about developing extraordinary talent and
inspiration” (Campbell et al. 2009: 16, quoting Bkett 2001).

" The same view can also be seen in the concepedfrioving image’ (Campbell et al. 2009: 28-9).
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professional competence explains a core elemeptabéssional development which implies
at least two considerations. It can first be assurtiet this ‘moving target’ may be
destabilising, requiring a great degree of ambjguiblerance and the corresponding
personality trait on the part of the teach®&r§he second consideration is that the essence of
professional development as a moving target presgspthe ability and the disposition to
perceive it as such, together with the respongtiii commit to it and pursue it. Whether this
can be taken for granted is left open in all défms and accounts of professional
development, and this is at the core of what velldldressed in the present study (cf. Chapter
2.7).

Teachers’professionalism can also be included mnmoge comprehensive view which makes
other relevant connections obvious, as Hargread&®4( 242) suggests: he defines
teachers’professionalism as a synthesis of two réteal suggestions: there is little
significant school development without teacher tigw@ent, and there is little significant
teacher development without school development.gi¢aves remarks that the second
proposition sounds less obvious and more shockiag the first, but becomes an operational
philosophy in schools that see school improvemserd aneans of improving teacher quality.
This definition challenges the simpler view thatpnoved schools result from improving
individual teachers.

| suggest a broader conceptualisation of the tgroféssional development’ for language
teachers, in a form that incorporates the attituoesirds the process. In my view, the concept
of teacher professional development goes very rbeghbnd the acquisition of techniques and
knowledge, and for use in this study, one of thestmocomprehensive definitions of
professional development has been selected. THisitaen contains many of the relevant
factors that contribute to its understanding:grocess of continual, intellectual, experiential,
and attitudinal growth of teachers”’Léange 1990 quoted inBailey et al.2001: 4). This
definition stresses its developmental characterofess”) and the on-going necessary
engagement over time (“continual”), points to thenscious and reflected character
(“intellectual”), acknowledges the role of expeen(“experiential”), takes into account the
personal attitude towards the process (“attitudjnadnd includes the concept of

‘development’ (“growth”).

So far, relevant definitions of professional depah@nt have been focal in the discussion. In

8 psychological traits will not be addressed in shedy, which does not mean that they are not aslevFor
some accounts of the role teacher personality rfeyqs. Mills 2003 or McCrae & Allik 2002.
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the following section, | will select studies thagthlight significant aspects about teacher
professional development and will focus on thedecthat in the literature seem to affect the

teacher development process.

2.4 Main factors affecting the teachers' developmemprocess

In this section, | will review relevant literatuedbout teacher professional development and
will concentrate on the factors that stand outim literature for their influence on the teacher
development process. Two considerations are made d® premise to the review, with
respect to its perspective and the selection octwiiis based. First, although the focus of the
following studies was not specifically directed "&@achers as learners”, as in the current
study, they can provide information for the presamestigation by indicating important
aspects of teachers' professional learning and dmgidering some of the diverse ways
teachers make sense of the learning situationarat. Thus, after each review section, | will
briefly look at their implications for the specifiperspective of "teachers as learning
professionals” adopted in this study. The secopeasrefers to the selection of the salient
factors that affect teacher professional develogmEme difficulty of the selection lies in the
different foci of the studies and the levels tha¢ywt address. Some studies, for example,
investigate which factors affect teachers' paréitgn in development activities, other studies
examine the impact of the teacher development progres either on teachers' practice, or on
their knowledge or attitudes, or on their learnetstomes.

The factors selected for the purpose of this stloadk at the role that practical teaching
experience and teacher development initiatives pldiie development process, followed by
the role played by teachers' beliefs, reflectiod #reoretical knowledge. The factor that will
be examined first, regards the significance of fizat teaching experience in teacher

development, together with its limitations.

2.4.1 The role of practical teaching experience

Practical teaching experience is undeniably a afuelement in the life of teachers.
Maintaining Kwo's (2010) comparison between teaglaerd trees in her edited collection
Teachers as Learnér$ practice is to teachers, then, what soil is tostrére this section | will

first mention some of the relevant functions tlatguage teaching practice has for teacfers

*The cover of this collection shows trees. This imag used as a metaphor for teachers as "a formitaf
energy" and is accompanied by the Chinese provirtakes ten years for growing trees, but a huddrears
for growing people".

%0 Many of the following studies had not been setainvestigate the specific meaning of practiceréfore |
will be reading between the lines of research agtoan teacher development.
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and then go on to the limitations that have beengxt in research.

In a paper concerned about the role of the teacthetassroom language learning, Breen
(1991) looks specifically at the teaching processe$06 experienced teachers and aims at
discovering teachers' understandings of classroamk.wihe teachers were asked to write
down what specific techniques they used to helggamers during the lessons and to explain
why they adopted each technique. From the hundségisstifications given by the teachers
and clustered within seven major pedagogic areasontern (Breen 1991: 222-227), the
focus on the learner accounted for half of all tkasons for the techniques that teachers
employed. From Breen's report we can draw the agslewmsights that while teaching, teachers
learn to make sense of the situations at hand: ieepme skilled at attuning to learners'
reactions and needs, involving the learners, takimg consideration their background
knowledge and their cognitive processes, and ttaflgon the appropriate ways to deliver the
subject matter to the learners. Despite the instesties between the techniques employed
and the reasons teachers gave, as Breen notesglhtbeir practical experience in the
classroom teachers create their own meanings, ewelap their implicit theories as well as
their own conceptualisations of their roles ashees.

The scope of the teaching experience is also ewiderDenscombe's (1982: 257-260)
analysis, according to which classroom experiescthe salient factor that shapes teachers’
attitudes and activities. Moreover, Denscomibéd( 260) adds that teaching practice fosters
teachers "practical competence" which enables &acto give pragmatic responses to a
variety of classroom pressures. Furthermore, Rash&t996) points to another function of
practical teaching experience for teachers: from élxperience of teaching they develop
operating principles, that Richards calls "maxinidiey represent “working principlesib{d.
282) and are, as such, vital for teachers to marlagie classroom work. That teachers'
expertise is inconceivable without practical teaghiexperience is confirmed by other
scholars. Tsui (2003: 11-12) argues that experiswkhow is experiential and the tacit
knowledge that experienced teachers develop issenéal part of their "effortless and fluid"
performance.

Finally, the pervasiveness of teachers’ propensityrely on their practical teaching
experience (Day 1999: 50-52) is reflected in theespread endorsement that professional
inquiry as well as teacher development programrhesld be centred in practical experience.
Many scholars (Loewenberg Ball & Cohen 1999: 234yling-Hammond & McLaughlin
1999: 378; Gruber & Rehrl 2005) maintain that ecablfeature of development programs is
to allow teachers to learn about practice duringciical programmes and to develop their

experience-based knowledge.
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So far, practical teaching experience has beenepré® be a valuable source of ideas and
reflections as well as the time when teachers fanmd test their own hypotheses, learn to
make fast and appropriate decisions to the teaditngtions, and above all recognise, react
and adapt to learners' needs in flexible ways. h&t $game time it is also agreed that the
experiences gained from practical teaching expeeiesone are not a sufficient basis for

professional development (Richard & Lockhart 199)%: The research suggests that many
experienced teachers develop routines and stratdtae become almost automatic and do not
involve a great deal of conscious thought or réfbec(cf. Parker 1984, quoted in Richards

and Lockhart 1994: 4). Furthermore, practical teaglexperience can indeed render teachers,

as practitioners, blind:

[...] as a practice becomes more repetitive and meutnd as knowing in practice
becomes increasingly tacit and spontaneous, thditiwaer may miss important
opportunities to think about what he is doing. [Ahd if he learns, as often
happens, to beelectively inattentiveto phenomena that do not fit the categories
of his knowing in action, then he may suffer fromrddom or “burn-out” and
afflict his clients with the consequences of hisrma&ness and rigidity. When this
happens, the practitioner has “overlearned” whatrimavs.

A practitioner’s reflection can serve as a corkecto overlearning. (Schén 1983:
61; emphasis in bold added)

In his seminal work, Schoén points out that the kieolge gained in the classroom through
practical experience alone may not lead the pracéts to challenge assumptions and
routines: teachers may develop frameworks of td&emggranted assumptions which create
order and continuity and enable them to survivehls way their learning may be limited to
‘single loop learning®, which is a way of responding to new situationthait changing the
framework of assumptions (cf. also Myers & Clarl02)) Although this learning mechanism
allows teachers to control new situations with mial effort, it also reduces the teachers’
motivation to review their practice. Day’'s (1999)2uggestion is therefore that teachers
“engage in ‘double loop learning’ in which tacitsasnptions are made explicit, challenged
and reassessed”. However, he also makes cleathisatpproach to learning is difficult to
achieve on one’s own. Woods (1996: 252), too, gomit the same limitations and explains
that this may be the case when “some unit of beh@auas become an unconscious routine
and [is] carried out as [an] unanalyzed churimilar arguments resonate also by Rudduck
(1988: 206-8) who notes that routines make it clifi to step back. He adds that 'blind habit'
Is a strategy for avoiding deliberation, after whigractitioners may lose their capacity for
‘constructive discontent'.

Further limitations have been put forward with mdpto teaching practice as insufficient for

%1 This definition is derived from Argyris & Scho®914, quoted in Day 1999: 23-5.
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teachers' growth. Tsui (2003: 13, drawing on Drey&uDreyfus' 1997 model of expertise) for
example, indicates that whereas practical teackxpgrience is undoubtedly a crucial factor
in teacher development, however, "it does not rezodg result in the development of
expertise". Some teachers never seem to improvateebkeir long experience. According to
Tsui, practical teaching experience will only cdmite to expertise if practitioners are
capable of learning from it. To learn from it teachare required to constantly reflect on their
practiceg. In line with Tsui, some researchers, for exanf@diner (1993: 121), warn us not
to confound teaching experience and teachers’ @gperSimilarly, in his analysis of the
limits of experience, Day (1999: 50-52) warns abantover-reliance upon learning from
direct experience, because this ignores that ‘espeed’ teachers, despite their expertise, are
often “imprisoned” by familiar situations. This =Day {bid. 52) to conclude that “learning
from direct experience of practice alone indicatielsest limited growth”.

Lipwosky (2010: 53) also seems aware of these dimihen he emphasises the relevance of
outside impulses for teachers in order to buildh@ir own professional knowledge. He relies
on findings from studies which show that the abseawfcexternal input hinders the growth of
professional knowledge. The risk, he warns, is thathers are actually strengthened in their
beliefs and continue their practical teaching edgmee without questioning their own
convictions. Brumfit (1995: 35) reiterates theseipons when he claims that “[tlhere are
limits too to practical activity as a basis for depment” and argues for the necessity of
“cross-breeding of ideas” as “the basic requirenfienainy individual, who is concerned with
true professionalism”.

Further caveats are mentioned by Appel (2000), whgaged in an in-depth analysis of
everyday language teaching experience of Englesthiers in German secondary schools with
the main aim of discovering what they experiencendutheir everyday teaching, how they
process it and what kind of knowledge it generafgspel's investigation uncovers that
practice is not neutralk{id. 15), it affects teachers' personalities, percagti@motions and
biographied®, which then serve as a basis for its evaludtiohmong the relevant results by
Appel (bid. 278-9), a fundamental feature of practice andmtmagement stand out: the
immediate character of the teaching situationsddadchers to think in terms of tasks that

%2 This will be elaborated on in the subchapter 2.4.4

% Not dissimilarly, Woods (1996: 69) points out theachers interpret a teaching situation in thktlif their
beliefs about learning and teaching.

% This dynamic interaction between action and eightghlighted also by Woods (1996: 63) who drawstte
role of schemata in cognition (Rumelhart 1980) stplain how the schema influences the perceptiothef
event; and the perception of the event influenbeswolution of the schema.

29



2 Theoretical background

solve problems and to bypass the theoretical krogde acquired in teaching and
methodology courses. As a consequence, practicalchiiey experience is not
monodimensional but rather compex and constantiindgadilemmas. "Erfahrungswissen”,
the specific knowledge that according to Appel hems develop in practice, is highly
contextual and situative. Appel points to the tigkt this "Knowledge-through-experience"
may become inert and that the development taskamhters consists exactly in avoiding this.
And even in this very delicate task, as Woods (128%) indicates, experience plays a vital
role.

Therefore, some researchers advocate "reflectiaetipe” (Kelly & Grenfell 2001: 29;
Gruber & Rehrl 2005: 11) which connects knowledgeflection and practical teaching
experience. In this sense, the concept of practeathing experience is extended and

includes the teachers' active processes in thercatisn of their professional competerite

SUMMARY

To sum up, practical teaching experience servesymaal functions in the development of
teachers. From the perspective of teachers asingaprofessionals, the research findings
presented in this section indicate that teachiraptpre represents a key component, from
which teachers learn enormously and develop théayatm cope with their professional task.
Research emphasises some tendencies, such asthers propensity to over-rely on their
teaching experience and to focus on the learnetthodgh teachers' expertise seems
inconceivable without the indispensable role thacpcal teaching experience plays for their
professional growth, many researchers argue tlatipal experience is not enough to be a
productive source of change and represents onlgring) point in helping teachers to grow.
Because of automatised routines, teachers mayenptdmpted to review and challenge their
behaviour, which hinders their professional seffenal and consequently innovations in
practice. In addition, practice may also imply tears’ isolation, not only in the classroom but
also isolation from professional discourse (Braskyv 2002). Therefore, sustained
opportunities for continuing development are thaughbe fundamental and the necessity of
“cross-breeding of ideas” (Brumfit 1995) has bedmamced. Research addressing this issue
will be the focus of the next section, which exagesithe effects of teachers’ programmes on

the teachers' development processes.

% Similarly, Allwright (2003) sees practical teachirexperience as exploratory and proposes "Explorato
Practice" as a blend of theory and action in pcactivhereby teachers “practisise theory and thegniactice”
(cf. also Kane 2002 and Tsui 2003). The role obthtdcal knowledge in teacher professional developm
will be elaborated further in the Chapter 2.4.5.
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2.4.2 The role of teacher development initiatives

When looking at research findings about the bersfieffects of professional development
programmes from the perspective of the teachereasers, the question that guided the
analysis was the following: Do teacher educatiamgmmmes make a difference?

Most of the studies on teacher development areerord with the questions of whether
teachers learn from development programmes, wilegtldarn and what the arrangements or
the features are that have a positive impact oir tevelopment. A significant body of
research has produced positive evidence that teache@nge and are capable of changing.
Almarza (1996), for example, found that teachefisiehtly implemented the method learned,
but that their acceptance exhibited a wide rangeaahtion. She concluded that if given the
chance to reflect, teachers explore theoreticale@spof the profession. She refuted
suggestions that only experienced teachers reftdaiming that beginner teachers do so as
well (ibid. 70-1). This finding suggests that supporting teashn the process of reflection
means creating a scaffolding and learning zonén Mygotskian terms, a zone of proximal
development, in which teachers can grow (cf. Chrah®).

Borko and Putnam (1995) report very positive figdinfrom three teacher development
programmes (in mathematics and science). They shatwvhile development programmes
which provide opportunities to actively construabkledge of subject matter are successful,
on the other hand, “change efforts based on theaapon that teachers will receive and
practice information and skills presented by othars unlikely to succeed in fostering
meaningful changes in the ways in which teachetsracst with their students’iid. 59).
They argue that taking into consideration teachleetiefs as essential resources upon which
to build was an important factor in helping teashter expand their repertoire of instructional
practices and new beliefs.

Other studies that claim positive effects of prefesal development programmes indicate
that teachers who participated in them developed mams for professional discourse and a
deeper understanding of the subject matter whialidctead to improvements in practice.
Although Borko (2004: 6-10) points out the facttti@aching practices apparently change
more slowly than knowledge does, and that “disaussthat support critical examination of
teaching are relatively rareib{d. 7), she also reports that research provides ev&lémat
strong professional communities can foster teasHedrning.

The effects of teacher educational programmes laceraentioned with respect to teachers’
progression to higher developmental stages. Andreasal. (2007) report in their study with
mathematics instructors that teachers may proghesagh at least four stages when making
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changes in their practice. These stages includedesistance to change, 2. talking about
changing practice, 3. mimickif 4. changing practice. By the end of the four-rhastudly,
there was a variation in the progression. Manyhefteachers bridged the gap to a new stage
as a result of the professional development projexist of them reaching at least the
mimicking stage. Two teachers reached the stagetoflly changing practice; however, as
the authors point out, there was some evidencectatges were beginning to take place
before the professional development béjamhese results corroborate other research
accounts, for example by Avalos (2011). She revie&l research publications on teacher
professional development and teacher learning avdecade (2000-2010). What emerges
from her review is that professional developmenteiated to certain tools: reflection, co-
learning or collaboration. Besides obvious diffees due to the different cultural contexts
under review, she also found positive evidence ftigerse professional development
initiatives do have effects on teachers’ progress:

... there is a similitude in the processes wherebghers move from one stage to
the next in different contexts, that appears teuygported in the research reviewed,
although with different manifestationiigd.17).

However, despite some strong findings confirmingcteer learning and change, she

concludes that:

... we know little about how pervasive these charayesand to what degree they
sustain continuous efforts to move ahead. Althauglas clear from the successful
experiences narrated, that prolonged interventasasmore effective than shorter
ones, and that combinations of tools for learning eeflective experiences serve
the purpose in a better wapi@l.17).

What is also apparent in her review is that shitstfar negative data - for example cases in
which the teachers did not change, or rejectedotbeision of contrary evidence or did not

see any gap between their beliefs and practiceRgés & Bruce 2007: 155) - , could be

explained on the basis of existing beliefs (thsueswill be dealt with in deepth in 2.4.3).

A strong advocate of teachers' change as a reSu#acher development programmes is
Guskey (1986) who affirms that staff developmerdgpammes as a systematic attempt to
bring about change in teachers’ practices and feediee successful: teachers do alter their
practice and their beliefs as well. He proposesaaeh (cf. Figure 2.7) that describes the

process of teacher change and suggests an alerpatispective to traditional approaches to

% By this the authors mean that the teachers begaset the activities exactly as they had been pteden the
workshops, without finding or inventing new ideas.

3" Whether these results can be considered stabiftisinanswered. Not only the restricted time frafde
months) by Andreasen et al., also Avalos' (201):vlatning words quoted in the following paragrapigim
invite the readers to caution before any concluaioout change in teachers is made.
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teacher development. Whereas many teacher devetwgmegrammes first attempt to alter
teachers' beliefs and attitudes (and seldom sudecetidls attempt), presuming that this will
lead to changes in their teaching practice, Gusk@yid. 6-7) model is based on a different
temporal sequence of the outcome of teacher dewelop Significant changes in teachers’
beliefs are likely to take plaadter changes in student learning outcomes which résart

instructional changes or some modification in téagiprocedures or classroom format.

Change in Change in Change in
TEACHERS' STUDENT TEACHERS*

CLASSROOM PRACTICES LEARNING OUTCOMES BELIEFS AND ATTITUDES

Figure 2.8 - A Model of the Process of Teacher @eaiSource: Guskey 1986: 7)
It was teachers’ commitment to new practices ami theeing change in students’ learning
that resulted in changes in beliefs. Guskey’ madederlines that teachers’ change is a
process and stresses that “teachers’ knowledgeashing is validated very pragmatically”
(ibid. 7). The implications of Guskey’s model are ttideacher development programmes are
to be successful, they must be pragmatically impleted, be explained in concrete terms and
take into consideration the process of teachergias well. Although | share with Guskey
the view that development is not a product of iran his model does not seem to be
confirmed in practice. In fact, it has been repaigtashown in research that teachers do not
alter their practices so easily (cf. Chapter 2.4.3)
Research has also indicated that some key featees to foster teacher professional
development, however no single feature appears tohie” one that can bring about success.
According to Darling-Hammond & McLaughlin (1999: &3881), for example, crucial
features of development programmes are the pravisicopportunities for teachers to learn
about practicen practice, long-term learning opportunities andf@ssional communities. In
line with this view, Loewenberg Ball & Cohen (19999) explain that developing
communities of practice which offer shared appreado the study and analysis of teaching
are key agents in shaping teachers’ norms and staising change. The communities of
practice arise when teachers work with other peifemls and are seen as sites of
communication, as opportunities for cultivating fessional discourse and clarifying their
own understandings — in short, as learning oppdrtsnthat avoid the construction of
knowledge being “confined to the private world atk practitioner”ipid. 19). They propose
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that deliberate development of the profession, & ddlucative, would depend on the
development of a pedagogy for teacher educationfithids ways of using practice as a site
for inquiry.

All factors mentioned so far highlight a complexdernstanding of professional development
and prove the collaborative nature of teacher'dgsgional learning. At the same time they
expand the traditional view of teachers to thatesiearchers. Action research in particular, as
advocated by Carr & Kemmis (1986), for example,eatgates the role of teachers as
researchers. It represents a form of inquiry uadtert by teachers who investigate their own
practices in collaboration with colleagues, as spoase to questions and needs that they
themselves have identified. In a similar vein, Chsipet al. (2009) advocate that teachers
require the kinds of support that empower them ubhoactive participation in research,
which would allow them to investigate and shapekihewledge base of their teaching. This
may be “a key factor in defining their professiasial’ (ibid. 26).

A recent model that adds valuable information t@s thpproach has been developed by
Lipowsky (2010). In an attempt to answer the questif how teachers acquire competences
and change their teaching practice in a way thanptes learners’ progress, Lipowsky refers
to recent research findings about the effectsafhier development programmes and suggests
a comprehensive framework to explain the developroéteachers and to capture the many
factors involved (cf. Figure 2.8). Under “context® includes the broad school environment
(including colleagues and the school context &fierteacher development programme) and
the programme itself (goals and conception, strattcharacteristics, content and referees’
expertise¥. The teachers’ characteristics, which Lipowskyuasss determine development,
include goals, personality, beliefs and knowledgdition and self-regulation abilities, as
well as private life situations. Among the critidatctors identified by Lipowsky (2010: 53),
the perception of the relevance of teacher traimnghe part of the teachers appears to be
central. This was the strongest predictor of changehe teachers and of the success of the
development programmes. Lipowsky also found thatdlaim advanced in theories of self-
regulated learning (Deci & Ryan 1993), accordingamioich the sense of relevance of the
learners affects their participation, aptly desesibthe teachers’ development and their

motivation in applying and transferring what theyé learned during the workshops.

% The learners’ dimension does not feature in tleleh because it only addresses teachers’ develdpimen
relation to teacher development programmes.
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Figure 2.9 - Efficacy of teacher training and teaatevelopment (Source: Lipowsky 2010: 63)

Other features that seem to promote change ineesele also mentioned by Lipowkslyidg.

64): he draws on recent studies to conclude thatlte opportunities to experience ‘cognitive

dissonances’ or even to be challenged in one’dirgideliefs that stimulate the teachers to
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reflect on their practice and beliefs and that waig them to undergo a “conceptual-change-
process”. Central in his model is the interrelatibatween the factors: the individual
prerequisites affect teachers’ expectations, whidirn, together with the contextual factors,
affect the way in which teachers perceive the @atee of the professional development and
their subsequent transfer motivation, i.e. the agpn to apply what has been learned.

The novelties in this model are represented byrtleision of the following aspects:

a. the contributions on the side of the teachersage visible in this model. First, the
dimension of awareness, addressed in Freeman (X®88hapter 2.7.1), is foreshadowed
under “volitior?® and self-regulatory abilities”. Secondly, the mloddds teachers’ goals
under teachers’ prerequisites, which are assumethaiee an impact on development.
Lipowsky (2010: 65) remarks that we can theordffcassumethat “motivational, personality
related and cognitive prerequisites” affect thecheas’ attribution of relevance and
participation in the teacher development activity affer. Goal-oriented behaviour is also
assumedto be essential to development. These aspecthanever, not further specified.
Their integration in the model is based on an agéiom. The focus of the present study
builds on exactly this aspect, in an attempt todslght on neglected aspects of teachers'
personal contribution to their development, inchgdihe role of goal-directed behaviour in
teacher development.

b. by taking account of recent research findinggs, model also confirms the complexity of
professional development, suggesting caution agaiesving a linear connection between
teachers’ knowledge, teachers’ action in the ctassrand learners’ success. Instead, it makes
clear that, in analogy to learners’ learning, stdu of variables, rather than a single factor, is

implied in explaining teacher development.

While the importance of providing professional depenent opportunities to teachers may
seem obvious, the reality too often shows its Bm#rguing for the necessity of sustaining
teachers, Hawley & Valli (1999: 137) at the sammetidenounce the chances to learn
available to educators as “usually infrequent, podesigned and inadequately delivered”. To
a large degree there is agreement that professil@valopment must be continuous if it is to
yield positive results. Constant support seemset@ leritical factor. Campbell et al. (2009:
14), for example, state that there has been ‘augtagcognition over the last ten years of the
importance of continuing professional developme@tret et al. (2001) conducted a study of
approximately 1000 mathematics and science teadrerthe effectiveness of professional

%9 Cf. Chapter 2.2.1.
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development features. They operationalise as ‘tracfeatures” the characteristics of the
structure or design of professional developmenivides such as form, duration, and
collective participation and, as “core featuresie focus on content, the opportunities for
active learning and the coherence in teacher pmfiesl development programmes. Garet et
al. (bid. 935) found that some "structural features”, suesh daration and collective
participation, and “core features” were more imanttthan the type of learning. Whether the
activity was traditional (for instance workshops)neodern (such as mentoring or coaching)
was less a predictor of success than sustainedogumontent-focus and opportunities for
active learninf. They also argue that the continuous deepenikpailedge and skills is an
integral part of any profession, and add that 'hesg is no exception”ilfid. 916 quoting
Shulman & Sparks 1992).

That sustained support of teachers is a key fedturéeacher professional development is
also confirmed in other research findings. It i®qsely in the repeated opportunity to
participate in teacher professional developmertiatnres that the potential for development
resides; as suggested in Loucks-Horsley (2000 étjective professional development is
continuous, ongoing, sustained over time. We knloat it's not just a training workshop, it
may begin with a training workshop, but it also bastained experiences over time”.

There is less agreement as to whether professimatlopment displayed an evaluational
character or not. For some, evaluation of profesdiaevelopment activities seems to be
necessary to ensure a direct impact on teachingemnding, while others argue against it.
Day (1999: 14) doubts that evaluation is meanindiid logic being that teachers’ work can
be assessed in relation to their success in emgbtidents to achieve the desired results.
Although for some, as Hargreaves & Fullan (1993; ik is reasonable to think that the
“quality, range and flexibility of teachers’ clasem work are closely tied up with their
professional growth, with the way they develop aexfgssionals”, Day (1999: 57) contends
that competence does not necessarily lead to theceed level of performance, for this will
be affected by disposition, capacity and contesui{2003: 5) also warns about regarding
student achievement as a criterion for determieixgellence in teaching.

Alongside these positive positions about the effedtprofessional development programmes
on teachers, there are negative findings, too. Vithatteresting in these studies is not so
muchthat teachers may not show signs of change wdutthey do not change. Researchers

offer some explanations in this regard: teachefegsional development initiatives fail to

“0 This is interesting because workshops have béguatquire a negative reputation in the relevaetdiure
(cf. Darling-Hammond & Sikes 1999; Diaz-Maggioli®) Hagreaves 2000 to quote some).
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impact on teachers mainly due to deeply ingraimeaher beliefs. This will be dealt with in
chapter 2.4.3. Further evidence for failure of hkemcdevelopment programmes seems to be
ascribed to the fact that they are too theoretitiais issue will be reviewed in chapter 2.4.5.
Other reasons why teacher education is not suedessf described by Loewenberg & Cohen
(1999: 5). According to them, teacher educatioersfla weak antidote to the powerful years
of ‘apprenticeship of observation’ (Lortie 1975)hieh is more effective than formal teacher
education. As Loewenberg & Cohen put it, teachexgeriences, i.e. university courses and
professional work as well, seem to reinforce thev@sve "conservatism of practice".
Furthermore, they contend that lack of change amdwuation is only in part due to the
context. In my view, the personal professional dbations of the individual teachers

standout in their words as the flipside of the peoh

Weak teacher education, inherited conservativetioad, and little professional
capacity for learning and change combine to inhibfiorm (Loewenberg and
Cohen 1999: 5).

What this capacity for learning specifically ensails unfortunately not elaborated on in detail
in the studies above. Teachers’ learning will beermosely examined in Chapter 2.5 and in
2.7, in order to gain more insights into teachetsg as professional learners.

In summary, a significant body of research has gpeed positive evidence that teachers learn
in many different ways and are capable of changemFthe perspective of teachers as
learners, some features of the professional demedop programmes seem to be relevant for
their professional growth, such as continuous stppwer time, or opportunities of
collaboration with colleagues. Teachers' individtizdracteristics, such as goals or perception
of relevance of the teacher training programmesatse assumed to be central (Lipowsky
2010). However, the evidence is divided as regé#rdseffects of professional development
initiatives: they do not occur automatically. Tleetors that may impede professional growth
are mainly teachers’ past experiences (Lortie 198®wenberg & Cohen 1999) or their
beliefs (Avalos 2011).

The next sections to which | now turn will focus eame of the major factors that are
mentioned in the literature for their impact oncteexrs' professional development. The first is
constituted by teacher beliefs, one of the moststigated areas in research on teacher
professional development. The role of reflectiorl oellow for its impact on changing
teachers' beliefs. The other factor that will berained relates to the role of theoretical

knowledge on innovation and professional growth.
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2.4.3 The role of teachers’ beliefs in the developnt process

Since the educational research agendas moved away the process-product paradigm
(Freeman 1996: 360), whereby teaching was undeatstoterms of the learning outcomes it
produced, the teachers mental processes have becam@r concern in research on teacher
professional development. Within this perspectedycational beliefs, those we refer to when
speaking about teachers' ‘beliefs’ (Pajares 1998),3have received particular attention in
research as windows to teacher thinking. Teacbeit®fs and their functions will be briefly
defined in the next section, before their impactloa development process of the teachers is

considered in detalil.

Beliefs are generally thought of as personal coottrthat people have about the world.
Many scholars have pointed out the over-abundaht&s used when referring to teachers’
beliefs (Borg 2003; Woods 1996: 192; Caspari 2@03guote only a few). Pajares (1992:
309), in his attempt to shed some light on thisfesion, lists some of the alias under which

the elusive construct of teachers’ beliefs candumd:

They travel in disguise and often under aliasituatés, values, judgments, axioms,
opinions, ideology, perceptions, conceptions, cphed systems, preconceptions,
dispositions, implicit theories, explicit theorigsersonal theories, internal mental
processes, action strategies, rules of practicactipal principles, perspectives,
repertories of understanding, and social strategyname but a few that can be
found in the literature.

Educational beliefs can serve teachers in vitalsvayvill sum up the main insights derived

from the literature on teachers' beliefs:

- as Pajares (1992: 325) illustrates, they have a@tesial and ordering function, in that
they help people to understand themselves, otmersheeir place in the world (“the nature
of beliefs makes them a filter through which nevepdmena are interpreted”

- they give teachers confidence (“people grow corafug with their beliefs, and these
beliefs become their ‘self"lpid. 318)

- they also support teachers’ cognitive activity gamnizing knowledge and information”,
ibid. 325) and provide justifications for action (BreE®91: 215). This function echoes a
similar one pointed out by Pajares (1992: 318), widicates that teachers’ beliefs
simplify understanding (“help reducl[e] dissonannd aonfusion”).

The list makes clear that teachers’ beliefs havneldmental functions. Moreover, through the

proposition of the BAK Beliefs, Assumptions an& nowledge) construct, Woods (1996)

convincingly showed how language teachers’ beliafe intricately interwoven with

assumptions and knowledge, forming in the mindshef teachers a unity, whose various
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components and their use are difficult to sepdrata each other.

Language teachers’ beliefs have received increagtiegtion in research on teacher cognition
per se,as windows on teachers’ personal thinking andher implicit theories of teaching.
There is an extensive body of research that attedtse pervasive nature of teachers’ beliefs
and to their powerful influence on teaching praeiiEreeman et al. 2001, Bailey et al. 1996,
Almarza 1996, Woods 1996, Borg 1999 and 2003, Rash& Lockhart 1994, Appel 2000).
The role of teachers’ beliefs and how they shageagproach to teaching has become an
issue of growing significance and has been repbateohsidered as central to teacher
development. Williams & Burden (1997: 206) arguatttieachers' actions in the classroom
and their interactions with their learners will roir their own beliefs about learning, their
views of the world, their self-view, and their aitdes towards their subject and their
learners”.

Because beliefs affect teachers’ behaviour in nvaays, this has increasingly been the target
of research attention and will be discussed infellewing. From the vast corpus of literature
on teachers’ beliefs some examples are selectedtbeshow how teachers' beliefs affect a)
teachers’ behaviour in the classroom, b) the implaation of curricula and c) the impact of
professional development initiatives.

A) Teachers’ behaviour in the classroom Teachers’ beliefs are thought to be one critical
factor that influences the types of decisions teexhmake. In a qualitative study, Smith
(1996) investigated whether teacher decision makiuag influenced by beliefs about the
second language (L2) teaching and learning anddfliat the central role that beliefs played
was evident not only in how the teachers organiaadicula or designed tasks, but most
significantly in their approach to instruction. Tleachers who considered grammar and
accuracy to be a priority in instructional goalspdmasised the language code, whereas the
teachers concerned with language for communicativposes emphasised student interaction
and meaningful communication. Although this behavioould be attributed to two separate
paradigms, i.e. on the one hand the view of languagching that emphasises the mastery of
discrete language items (product approach) andhemther a view of language teaching that
emphasises the use of language for communicatiatcdps approach), the study also proved
that this separation does not exist so neatly actpre. It also attests to a coexistence of the
two, showing how complex teaching situations canabd also how far they can be from
“clean” research theories. All the teachers inghely thought that student-interaction tasks
were “beneficial for learner language developmehtit, were guided by their beliefs and the

eclectic use of theory and in the way they impletaénhe tasks:
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The more product-oriented teachers, consistent thih beliefs in the importance
of structural mastery, developed student interactiasks with grammar-based
objectives and were more concerned primarily whih accurate completion of the
task product. On the other hand, the more processted teachers were
concerned more with task process and communickthguage use, although they
frequently included language code components andugts in the task design.
(Smith, 1996: 208)

Smith concluded that her findings suggest thatrétezal ideas are adopted by experienced
teacherswhen they correlate with their personal beliefs Teachers’eclecticism in their
instructional implementations is apparent alsonother study in which Appel (2000: 278)
illustrates the collision between teachers’ beleaigl didactic concepts exemplified in the use
of L2 in language teaching. Although the teacharshis study firmly believed in teaching
exclusively through the L2, which is also anchomedhe national curricula, they very often
did not succeed in doing so. Their beliefs consduthe interpretive frame that filtered
didactic concepts. In this sense Appel concluded ittmovations are successful in language
teaching when they solve problems and do not praweased demantfson teachers.

B) The implementation of curricula - Investigating the nature of negotiation in corte
based Italian courses, Musumeci (1996) for instafmend that the beliefs of the teachers
affected the communication in the classroom. Shmostrates that in content-based
language classes the focus of instruction is thHgesti matter and that instruction and
communication in the classrooms rely completelyttan use of the L2 as an integral part of
the course. The rationale behind this kind of conkbased instruction is based on the
‘modified output hypothesis’ by Swain (1993), whisttesses the importance of negotiation
in directing learners’ attention to structural feas of the message, prompting continuing
refinement of learners’ output and — in so doingllewing them to progress towards higher
language learning competence levels. The hypothmssgis crucial consequences for both
teachers and learners: they are in fact equal grartand both share the responsibility of
making the communication successful. Musumeci ptabat teachers fail to signal to their
students that their message was not comprehendilda: one hand they aimed at helping
their students save face, on the other they wer@monoting the kind of negotiation which,
according to the ‘modified output model’ is necegstor the learners to progress in the
development of their language competence. The foafithe teachers in Musumeci’'s study
that it is ‘their responsibility as teachers to make sense of vidgastudents say to ensure that
communication is successfuibid. 316; italics in the original) is at odds with tdesign of

the course, where the negotiation of meaning (reatefl in asking for clarification,

“1 As apparently the exclusive use of the L2 does.
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signalling non-understanding, etc.) is meant fathbgide&”. This example makes clear how
teachers’ beliefs can affect teachers’ behaviotinénclassroom, as well as how they can have
devastating repercussions on the implementatioa cburse and on the core tenets of a
teaching approach (in this case the communicatidecantent-based approach).

Other effects of teachers’ beliefs in the impleraéioh of curricula are reported in Avalos
(2011: 15), who shows in her review that teachbediefs accounted for the limitations and
shortfalls experienced during the implementationtezfcher development programmes that
had been designed to introduce innovative teadWihgt these studies make clear is that
innovation relies mostly on the teachers’ accemarfavhat is new (cf. Appel 2000: 18). This
is also confirmed by Musumeci (1997) who extendshrspective back to past centuries of
language teaching. She focused on the history cft&ve education and in particular on the
guiding principles of three famous reformers frohe tfourteenth up to the seventeenth
century, G.Guarini (1374-1460), I.Loyola (1491-15%6d J.Comenius (1592-1670): three
influential practitioners, whose pedagogical idease renowned across Europe and had a
great influence on the teaching of Latin (at tineetithe universal language of scholarship) and
on education. Their innovative approaches to lagguaaching failed because of the attitudes
and beliefs of those who were involved in the impdatation of their ideas (teachers,
principals — or, in the case of Guarini, his own 8attista).

C) The impact of professional development initiaties- Changes are extremely difficult to
bring about at all (Almarza 1996; Pennington 1998y teacher education programmes seem
to have a very limited impact on changing teachketiefs. There is extensive evidence that
teachers have internalised models of teaching fdroyetheir “apprenticeship of observation”
(Lortie 1975) during their early school experienegiich constitutes “a more powerful
influence than teacher education programmes”(Almdr@96: 51). Zeichner and Tabachnick
(1981) have reported that university teacher educatoes not have a considerable influence
on the attitudes and practices of teachers becausems to be "washed out" by school
experience. The limited effects of an educationrsewere also observed by Almarza (1996:
72), who found that there were transformationsachers’ pre-training knowledge, and they
were probably due to the teacher programme, bui #ist this was only superficial
behaviour. The pre-existing beliefs were still Hasis of their reflections about the ways they
taught. Almarza explains that the knowledge teachlerive from diverse personal learning

experiences is “rich, diverse, complex, and propalifferent from the prescriptive mode of

“2 Interestingly, the beliefs of the teachers in Musci's study seem to be in agreement with the eafiens of
the learners, who judged a teacher positively ifdxplanations were clear enough, and did not reghem to
ask for clarification, i.e. to negotiate (Musum&eB6: 319-20).
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knowledge with which they are presented duringhlieaeducation”ibid. 51).

Zeichner & Liston (1987: 36) report on two studasout the influence of student teaching
experience on the development of student teacperspectives toward teaching. They found
that the program had little effect on student teaghperspectives toward teaching. Students
came into the program with initial attitudes andidis about the role of the teacher and the
curriculum, and left with those same beliefs esaéintintact.

The filtering function of beliefs, addressed abov®ajares (cf. Chapter 2.4.3), is manifest in
Marland’s (1995: 131) account, according to whieachers explain what they do by drawing
not on what they hear in teacher education prograsniout on “internal frames of reference”
deeply rooted in personal experiences, and thatbased on “interpretations of those
experiences”. In her review of three studies onrtte played by pre-existing beliefs, Kagan
(1992: 140) found that all three “testified to @tability and inflexibility of prior beliefs and
images”. According to Kagan, elements that can shiyese prior beliefs are exemplary
models of teachers and self-images as learners.

By contrast, positive evidence of the effects ddcteer training on teachers’ beliefs are
reported in Lipowsky (2010: 55), who draws on rédengitudinal studies (Gartner 2007 and
Lipowsky et al. 2006) which furnish evidence ofrsfggant changes in teachers' beliefs and
their classroom practice. McDiarmid (1990: 18) sgt a course designed to challenge
prospective teachers’ beliefs about teaching aachieg. Teacher education students were
“brought face-to-face with their assumptionsjiq. 12). He found some evidence that the
student-teachers appeared to reconsider theirffiedithough he is sceptical about the depth
of these change#b(d. 18).

In summary, from the perspective of teachers asées, research shows that teachers’ beliefs
are vital in many ways to teachers. At the same titnalso shows that teachers’ behaviour is
affected by beliefs in many ways and that beligfs @garded as the major hindrance to
innovation and professional development. In thedisti mentioned above, beliefs about
grammar teaching or the use of the L2 seem to siaygprobably belonging to what has been
described in past research as “resilient teaclhelgfs” (Clark & Peterson 1986; A.V. Brown
2009). Although teacher professional development ba represented visually as an
unwavering force for innovation and advancemerseaech on language teachers and teacher
professional development show that language tea@rerresistant to innovation; this can be
illustrated as follows:
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Innovation
Policies Teachers’ belie
Lifelong learning

Figure 2.10 - Teacher professional developmentieachers’ beliefs

The challenge for the field of teacher educationmiaking these beliefs explicit and
challenging them, as Richards (1998: 62) suggedte of the components of teacher
development initiatives thought to be essentiahdting upon beliefs and boosting teacher
development is represented by reflective opporiesyitwhich is addressed in the following

section, before turning to the role of theoretlaadwledge.

2.4.4 The role of reflection in the teachers’ devepment process

Reflection is a widely researched area becauseeins to be necessary to impact on teacher
development, and today there is a considerable hufdjiterature that emphasises its
importance. Schon’s (1983) term “reflective praetiers” contributed enormously to the
debate and to its popularity. He criticised theifpast epistemology of the then dominant
‘technical rationality’ model of professional knauge, which seemed to him inadequate in
accounting for many features of expertise. He mijstished betweereflection in action(the
process of decision making by teachers while thheyeagaged in teaching), which is context
specific, andreflection on actionwhich occurs outside the teaching situation andads
immediately bound to the context and the actiolmf08 made a case arguing that reflection
enables practitioners to examine their practicesamsumptions and thus to identify why they
might need to change them. As Day (1999: 27) puhig merit is to have “legitimized
teaching as knowledge-based, intellectual activitywhich teachers are not only capable of
deconstructing but also reconstructing experienégiother of Schén’s merits is to have
established an operative direction for teacher &iilt.

The need for language teachers to reflect thapath that may lead teachers to review their
own beliefs — is recognised by many researchers iang how paramount in teacher
professional development initiatives to help teashe reason about their teaching role and
practice (Shulman 1987; Day 1999, Richards & Locki&894; Loewenberg Ball & Cohen
1999; Johnson & Golombek 2002). Action rese&tcis advocated for its potential to lead
teachers to reflect. Carr & Kemmis (1986), for epéanargue that it is important for teachers

3 Action Research usually refers to those formsngiiry in which teachers engage in investigatiohgheir
own practices, cf. Carr & Kemmis (1986).
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to investigate their own practices and beliefs imitheir own contexts.

Richards (1998) argued for reflection as a key comept of teacher development that helps
teachers move to higher levels. He considers tefle@ process whereby an experience is
consciously recalled and evaluated for a broadepgae. Assuming a reflective view of
teaching enables the teachers “to develop pedagjobmbits necessary for self-directed
growth” (Richards 1998: 21). This accords with 0a999: 22), who states that:

[...] teachers who reflect in, on and about the actice engaging in inquiry which
is aimed not only at understanding themselves betteteachers, but also at
improving their teaching.

Bailey et al. (2001: 26-44) share a similar vievightighting other aspects involved in
reflection: the major benefits consist of becomaagnisant about oneself, promoting self-
awareness and self-observation and adopting aalrdttitude towards oneself by challenging
one’s own personal beliefs about teaching. Thearstargue that teachers must learn to be
reflective, but at the same time indicate that,abee reflection involves affective and
cognitive processes, changing is not an easy taskray even be “threatening” (Bailey et al.
2001: 44 quoting Birch 1992).

Despite its uncontested potential, many studies Haighlighted the limits of reflection.
Reflection is perhaps necessary, but not sufficienexpertise (Day 1999: 2). When time is
short, the scope for reflection is limited (Era®@94: 144). Also the depth of reflection may
depend

on energy level, disposition of the teacher anditphio analyse not only the
practice but also the context in which the pracikeccurring — all within an
extremely short time-frame. Even if longer in-claisse for reflection (e.g. when
students are engaged in individual reading or mgitr self-directed group work)
were possible, it would not provide time for defidigve reflection (Day 1999: 27).

Zeichner & Liston (1996: 1) warn against simplistanceptions of reflection. They point out

that simply thinking about teaching does not nemdlgsmply reflective teaching:

If a teacher never questions the goals and theesahat guide his or her work, the
context in which he or she teaches, or never exastiis or her assumptions, then
it is our belief that this individual is not engalge reflective teaching”.

Day (1999: 28) specifies that reflection may naeidiéo development, instead it may actually
reinforce experience without re-evaluation, and nisy unlikely to result in critical
reappraisal or change. In a similar vein, Eraut9#t9126) states that “most expert
performance is ongoing and non-reflective”. Riclsaft©998) conducted a study to investigate
the nature of reflective thinking with in-servic&e$OL teachers and to determine whether
journal writing could activate reflective thinkindgde had disappointing and inconclusive
results. There was little significant change in ehéaent to which the teachers developed a

greater degree of reflectivity over timbid. 167).
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Essentially, however, the very meanings of reftewti are not easy to explain, as the
contributions so far show. Reflection gains in figance as attempts are made to understand
and to widen its scope or its purpose. Without denythe value of reflective acts for
teachers, some researchers have addressed théciesaf of the construct of reflection.
Grenfell (1998) for example, although recognisirttptt reflection and the reflective

practitioner are indeed “powerful metaphors”, hearthless questions their validity:

But do they exist in reality? Is reflection anytfpimore than a romantic notion?
We all reflect in a manner. [...] In other words, laimbeings are by nature
reflective creatures. Is the ‘reflective practigontherefore anything more than a
truism [...]? (Grenfell 1998: 15).

The considerations he makes suggest that reflecsian developmental construct: first he
points to personal and biographical experiences ¢aa have an impact on the “reflective
practitioner” (bid. 12; 15) and further to the fact that, as teachevgress over time in their
experience, there is much more to reflect upondessthe immediate teaching situation:
“What there is to reflect upon grows in line witkperience as this too growsbid. 15). Also
Lawes (2003: 25) sounds very critical about reflecpractice as the “guiding principle” of
most of professional development. She has doulmtstaishat many proponents of reflective
practice seem to accept, namely, “that insights @e@rdonal beliefs constitute all the theory
that is needed”, her argument being that reflecisomsufficient for a teacher to progress
toward professional competence. If reflective pcactioes not provide a sufficient basis for
the development of theoretical knowledge in forelgnguage teaching, then what does?
Analogous to Greenfell, Lawes’ (2003: 26) answeairs attempt to broaden the scope of
reflection, by arguing that teachers need to engageystematic study of the foundation
disciplines of education, otherwise they would ohbld “faulty interpretation and simply
false beliefs about theories”.

The necessity to address the purpose of refledBomanifest in Williams’ (1999: 18)

guestions:

“For example, is the outcome of the reflection ® dn engagement with and
reformulation of personal theory? Is it to be acréased self-awareness, a deeper
understanding of classroom processes or a mappipghdic theory onto personal
theory?”.

These questions are, according to Williansd( 18), closely related to the teachers’ way of
regarding teaching.

Other attempts to broaden the concept of refleadrenevident in Jung’'s (2010: 46) view that
each reflective action leads to the developmerbaipetence “when ‘the new’ is linked to its
realisation, implementation, exploration”. Fromstigerspective reflection will translate into

competence only when it is related to action. Tim@lves an active role on the part of the
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learners, who are able to connect the inside vii¢ghdutside, and setting a dynamic cycle in
motion. Jung (2010: 47) offers an interesting vigiweflection because it is linked to both
competence and competence acquisition (cf. Ch&pPet). In his view reflection is one of
the components among the innovative processes mhwhofessionals develop competence:

Jedes Nachdenken Uber eine verbesserungswirdigeendstuation, die
Optimierung eines Tatigkeitsvollzug — und sei diesech so trivial — wird dann
zur Kompetenzentwicklung, wenn das ,Neue und Bessgcht nur gedacht wird,
sondern Wege der Verbesserung realisiert (erprofodjzogen, optimiert,
reflektiert) werden.

A similar perspective is adopted by Vieira & Marqu€002: 4-5), who emphasise the

emancipatory function of reflective practice foatbers:

Professional reflection is empowering in some ingor ways: it entails a
continuous mediation between pedagogical goalssitndtional constraints, thus
promoting not only teachers’ awareness of how thastion is historically
determined, but also their sense of agency in foaméng the conditions of
teaching and learning.

Their understanding of critical reflection compasself-reflection (intended as reflection on
one’s own projects) and includes ‘meta-competenoghese terms Vieira & Marques’ view
of teachers’ reflective ability accords well witng)’s (2010) and Eraut’s (1994) accounts of

competence:

Reflection is best seen as a metacognitive processhich the practitioner is
alerted to a problem (Eraut 1994: 145).

It also accords with what Scarino (2005: 50) tefiaswareness”, intended as “an ongoing
active and critical process of interpreting andeiirdgating their [student teachers’] own

beliefs, theories, practices, research and thos¢hefs”.

To summarise: relevant insights gained from thealisl on reflection reviewed above
indicated that teachers seem to benefit from sdliéction and that they should be supported
in this effort. One of the functions that reflectibas acquired is related to the teachers’ ability
to become increasingly aware of their own teachpractices and their underlying beliefs.
Reflection seems to be related to self-cognitiond, some scholars, Jung (2010) and Vieira &
Marques (2002) for example, have highlighted itsfiestation in action. Overall, from the
above | conclude that reflection is a process gir@priation: of self (self-awareness) and of
tools (knowledge, theories and experiences). Thgility and the limits of reflection have
also been emphasised in the above discussion. TimeBegs should not suggest that the
value of reflective approaches is flawed. Althouggufficient in themselves, they remain one
of the most promising proposals for boosting preifasal development. Another element

mentioned above which is considered important angasing teachers’ awareness as learning
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professionals is theoretical knowledge, to whittrh in the next section.

2.4.5 The role of theoretical knowledge in professnal growth

This section focuses on the role of theoreticaMdiedge in professional growth, because it is
another important factor considered beneficialtéarchers’ professional development. Before
looking at the role of theory in professional depshent and the different positions in this
regard, it is legitimate to ask: what is meant theory'? Newby (2003: 34) specifies that
theories for foreign language teaching result framny sources: theories of language
provided by linguistics, theories of second languagrquisition derived from applied
linguistics, as well as cognitive psychology, artedries of instruction derived from
methodology (cf. also Lawes 2003; Eraut 1994).

Eraut (1994: 59-60) maintains that the term camumderstood in a public and in a private
sense. He explains that public theories are systénueas published in books and discussed
in critical literature, whereas private theories tire ideas in people’s minds which are used to
interpret or explain their experience. His defoitiof theory therefore includes both. This has

important implications, because it excludes

“the use of theory to mean something opposed tapart from, practice; because
this leads all too easily to the absurd conclusihat an idea is only ‘theoretical’ if
it never gets usedikid.60).

The distinction between theoretical and practicadwledge according to Eraut is not only

unhelpful but misleading.

Some of the knowledge we possess is acquired iormal manner (through
training, conferences, readings etc), most of it Heeen acquired through
experience. Some of this experiential knowledge besn reflected upon and
organized sufficiently to be talked about or writtéown. Much of it has hardly
been reflected upon or organized at all. Such wamorgd experiential knowledge
gets drawn upon without people even realizing they are using it. It is built into
people’s habits, procedures, decision-making angsved thinking, without ever
being scrutinized and brought under critical cantfbhus, people are partly
controlled by their own ‘unknown’ knowledgiid. 75).

“Theory” has very often developed a negative coatimh among teachers, for a variety of
reasons. Williams (1999: 4-5) argues that theovggrise to practice when it is personalised:
“When a course is labelled as too theoretical, grsbably means that there is too much
public theory without the opportunity to reconstracprocess it”.

Newby (2003: 33) explains that part of the

“anti-theory reaction to be found among teachegs In the notion of the word
theory, which tends to be put on a pedestal andetseen as the handed-down
wisdom of ivory-tower academics”.

Another possible reason for teachers’ resistantlegory is mentioned by Brumfit (1995: 36).
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He wonders if the suggestions that come aboutrasudt of research and within theoretical

frameworks could be too “clean” for teachers, who

“operate with untidiness [....] Their experience bfstgives them insight into
classrooms, but also makes them resistant to sokithat try to make them tidy”.

Lawes (2003: 22) also addressed this issue andhtachéhe marginality of theory in teacher
education and attributed this undesirable situation“the new orthodoxy of reflective
practice”, so that todayptactice has become theory” (italics in original). In tlsiense what
research offers to teachers would seem uselesstfremractical perspective of the teachers
as practitionef$. According to Wallace (1991: 11), the notorioushditomy between theory
and practice is a consequence of the applied ssiemel and of the fact that empirical
science and “the most ‘scientific’ method” for fape language teaching, namely, (the audio-
lingual method) have failed to account for basw@riéng problems: despite vast amount of
research, “the most intractable professional prokleemain”.

Why do theory and practice not go hand in handpReduave their own theories that affect
their behaviour, even if they are only partly awafehem. This suggests that theories are
linked to our meaning systems and our world vielarawut (1994: 76) observes that theory is
the term we use when we distance ourselves frorasidieat we for some reason do not

appropriate as our own:

“It is only when ideas have not yet been integratgd people’s thinking and
conversation that they get labelled as ‘theoréti¢adr practitioners, theoretical
ideas are the ideas they do not use or think tbayod use”.

If we follow his reasoning, every time that we aadhers interpret or explain actions and
experiences, and give a meaning in context, werideowne construct a theory. Therefore, |
am inclined to believe that every teacher has on@icit or explicit theory. Our own previous
school experiences, readings or ideas circulatinthe press or in everyday conversations, all
influence teachers’ theories. This seems an intiagesiew of the term “theory”, because it
recognises the psychological dimension of teachejsction of theory and also lead us to
suppose that when teachers reject theories ittibecause they are anti-theory, but because
they may already have one, namely, their own peaistireory about language learning and
teaching.

From the positions on theory examined so far ntas clear what role theory can play in the
development of teachers. There is disagreemerd hev theory can be useful for teachers’
professional development. Some skepticism (SteB8:193-4) has been expressed about its

effects on teacher professional development. K&$y882: 163) doubts that theory can mean

“4With regard to this cf. Lawes 2003 and Kagan 18& in this section.
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anything to teachers:

One might begin to question whether formal thearyelevant to teachers at any
point in their professional development. A growlnady of literature suggests that
even the most seasoned and expert teachers bidned, contextual, highly
personal theories from their own experiences.

Her scepticism about the significance of theorytfar professional growth of teachers is due
to the fact that teachers seem to draw on their iformal personal theories derived from
experience and not from scientific accounts, sd thEssroom teaching appears to be a
peculiar form of self-expressionib{d. 164). Appel (2000: 291) found that those teachdrs w
consistently followed a didactic theory, could \aibe their decisions, principles and
concepts; where these terms were missing, theegtestwere episodic. However, he warns us
about the limits of theory for practice. In his agnt of how language teachers cope with the
dilemmas of teaching, he analysed which aspectbairetical knowledge about language
teaching carry over into teachers’ "Erfahrungswisgqéhe construct that he coins to refer to
the practical knowledge of teachers) and found ithdepended on how the concepts make
sense to the teachers in the context of concretehiteg situations and of personal prior
experiences and values. The consequence was ¢éhtaathers in his study seemed to have an
understanding of theoretical concepts differenimfrthe academic setting in which they
appeared, as in the case of communicative langieaghing. This would be fine, he argues
(ibid. 290-291), because ultimately the role of the leuyg teacher has often been seen as that
of an “applier” of scientific theories, but the tb&rs misunderstood concepts or rejected
exercises belonging to the communicative teachiagentoire. Interestingly, this also
happened when the teaching conception of the temcuoeresponded to the communicative
approach, which means that teachers partially abdrarily take over, apply and adopt
theoretical concepts and pedagogical theories. Ijimd. 274) states that the contribution of
theory to teachers is meant to be orientationaldsdloses that it has a subordinate role for
teachers.

The random nature of teachers' relationship widoth is also reported in Smith (1996: 207-
8) who investigated whether teachers’ decisioneveansistent with theoretical ideas about
planning and instruction. She found that teachelscs from theoretical ideas those aspects
which correlate with their personal beliefs, anddifyothem in ways that are consistent with
their beliefs about teaching/learninigpid. 214). This resonates with Lawes (2003: 24) who
reports that theory is useless to trainees who lodtem criticised their training courses for
being “too theoretical” (cf. also Kagan 1992: 1444).

What stands out here is the notorious gap betwkeary and practice. It surfaced, for

example, in communicative language teaching as esearch-development-and-diffusion
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approach” (Clark 1987 quoted in Appel 2000: 18) chhspread from a centre towards the
periphery (bid. 18) and was faced with the problem that the necgssanditions to
implement this innovation were not optimal. The sagap between certain innovative
theoretical approaches and classroom practicessrebd by Newby (2003: 40). Although he
recognises the role of theory as important, teaetacation fails in his opinion to provide the
necessary theoretical basis, which is essenti@ai¢hers are to carry out a critical dialogue
with principles.

The scepticism about the effects of theory on lagguteachers is somewhat of a surprise if
we take a look at relevant models of teachers’gasibnal development. In many accounts of
professional competence, theoretical knowledge spkay important role. In his reflective
model, Wallace (1991) includes theoretical knowke@ghich he calls ‘received knowledge’)
as one of the crucial elements that contributertdegsional competence. Shulman (1986:
10), too, recognises the importance of researchebasnowledge for teaching. He
conceptualises theory as an important componepedégogical content knowledge, one of
the three categories that he proposed in orddiugirate what is meant by "teacher’s content

knowledge™:

Such research-based knowledge, an important compooife the pedagogical
understanding of subject matter, should be incluadetie heart of our definition of
needed pedagogical knowledge.

One possible procedure that helps overcome theottioty between theory and practice is
offered by those who approach this issue as a maftedevelopment and of gradual

appropriation on the part of the teachers. As CGhkld & Gates (1993: 9) suggest, theory
becomes part of the process of learning to teach“de use of public knowledge such as
research evidence and academic theories” indigateanced stages of development. In this
sense, the exposure to theory maintains its impoetdor professional growth. It is exactly

this act of engaging with theory that Klippel (200676) has emphasised as inherent to

language teaching:

Der intensive Dialog zwischen Praxis und Theorigyiszhen tatsachlichen
Lehr/Lernprozessen und deren Erforschung, zwisghahktischer Gestaltung von
Unterricht und Unterrichtsmaterialien und derenseischaftlicher Fundierung ist
fur die Fremdsprachendidaktik konstitutiv.

Similarly, Newby (2003: 33) puts forward theoryaisical for teacher development:

It is not the new theories themselves but the diaowith them which moves us
forward.

This accords with Stern’s (1983: 35) claim of thexessity for language teachers to have a
sound theoretical framework and to engage in thieateeflections, “if language teaching is
to be a truly professional enterprise”.
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That the move to higher professional developmesitaies is bound to theoretical knowledge
is a significant result that emerged in Tsui’'s @PStudy. Examining the differences between
novice and expert teachers, she found that a aritnclicator of expertise was not teaching
experience, but the way knowledge is developedcbydachers. As Tsui (2003: 247) argues,
theoretical knowledge is not a separate domainter expert teachers, who are “able to
theorize the knowledge generated by their practiegperience as a teacher and to
“practicalize” theoretical knowledge”. In a similaein, Borko & Putnam (1995: 58) claim
that change in teaching may require growth in teeghconceptions of knowledge. It is
teachers’ interest in theory that is one of thetuess which distinguishesestricted
professionalityfrom extended professionalfy (Hoyle 1980: 49-50). If we, as does Day
(1999: 22), interpret extended professionalism #we “ability and the willingness to
problematise the consolidated practices” throughiticorporation of theory in practice, then
this ability is a matter of development.

The developmental aspect of theory appropriatiorihenpart of the teachers is particularly
emphasised in Johnson (2009: 64). She takes ovgot$y's (1962) distinction between
everyday-conceptsand scientific-conceptsand applies it to L2 teacher professional
development. Theeveryday-conceptsare explained as the beliefs grounded in our
instructional histories as learners and #wentific-conceptsas those formulated in our
professional discourse community and defined imgdrtheories. As Johnson clarifigbid.
64), the professional development of L2 teacherimes a gradual acquisition process of
building upon teachers’ everyday concepts up toetstdnding scientific concepts, in a
dialectic relationship between the fRoeach is acquired in relation to the other. The
scientific concepts serve to mediate for teachrethe advancement of their cognitive abilities
and in the creation of the ,zone of proximal depeh@nt” which enables learners to progress
(Johnson 2009: 20).

In summary, theory seems to be an important elerteitcan foster teacher professional
development. Many argue that if teachers are toendianges, they must acquire richer
theoretical knowledge of their subject matter amgp@dagogy (Johnson 2009; Tsui 2003;
Lawes 2003 to quote a few), although this is natagk supported in practice (Appel 2000,

%> In the former, the professionalism of the teachsrituitive and based on experience rather thezory,
whereas in the latter, the teachers are conceriithdlagating their teaching in a broader contex@leating
their work systematically, and are interested ieotly and involved in various professional actidtigloyle
1980: 49).

6 Also Kumaravadivelu (1999: 3-4) speaks of thetietebetween theory and practice as “mutually infing”.
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for example). It may be too simplistic, however,view theory aghe central factor, but it
certainly is of considerable importance in the gioaf professional competence.

From the perspective of teachers as learners, éhealr knowledge can be a hindrance but it
appears to be a prerequisite for moving toward$driglevelopment stages. What all the
considerations above also indicate is, in my vighat first, — in analogy to learners’ learning
— the basic relationship between teachers anddtiealrknowledge has dramatically changed
and second, theory is a matter of progressive apiatmn, adaption to demands and
transformation on the part of teachers. Theory irequthe teachers to make their own
conceptualisation of language learning and teaghohghemselves, and of their roles. This
brings the discussion to the last issue under wewiamely the studies that specifically have a

focused perspective on teachers as learners atghomers' learning.

2.5 New focused perspectives on teachers as leamer

The way we look at teachers and teacher develophsnthanged profoundly over the last
few decades. New approaches in research on teadwelopment indicate a shift from
teachers as externally “taught” towards the new ammte complex figure of teachers as
agents of their own development. In this sensachers as learners’ is a recent perspective
for looking at teachers. The last two decades made this angle more prominent in the
debate on teacher professionalism. Richards (1@B8&haracterises the shift in focusing on
the teachers in second language teacher educationkfeing concerned with “what content
to deliver” and “how to deliver it” to how teachet'emselves learn. A characteristic of this
shift is the recognition (Bransford et al. 200001 ¢hat teachers must now face challenging
and complex situations and be able to develop neewledge about teaching and learning.
Many of those involved in teacher education wowdvragree with Tickle (1994: 4) that “the
new professionalisation debate centres aroundiéve of teachers as learners”.

Stenhouse, as early as 1975, argued that thec&ritharacteristics of professionals’ lives
consist in demonstrating "a capacity for autonomgusfessional development through
systematic self-study” (quoted in Day 1999: 5). fEfigre, serious concern is often expressed

when teachers do not seem to recognise the valpefessional development activities:

Teachers today are facing challenges that affeeir tlorganizations and

professional roles as never before ... Professioeatldpment activities [...] are

often greeted with a less than enthusiastic respdrecause their value and
usefulness to practice are not always recognizéstoering how to change that
perception [...] is crucial today. (King & Lawlef@3: 1).

Loewenberg Ball & Cohen (1999: 4) lament that téaghs usually considered a common

sense activity and “many people [...] perceive littked for professional learning”. One merit

53



2 Theoretical background

of Loewenberg Ball & Cohenlqid. 4) is that they uncover some of the misconceptibasin
the past did not support teachers’ learning. Onethef most important is that teacher
professional development is “rarely seen as a woimg enterprise”. Loewenberg Ball &
Cohen express regret that professional developrastbeen characterised by a lack of
coherence and consistency and that teacher leanaisigisually been seen instead as “either
something that just happens as a matter of coumsa &xperience or as the product of
training, in particular methods or curricula”. Ahet merit of Loewenberg Ball & Cohen’s
(ibid. 4) analysis is that it makes very clear that ne oeally feels responsible for teacher
professional development, it not being “the respolity of any easily identifiable group or
agency”. This recalls what Balboni (2007: 105) haebcribed as “Far West’-like, when
professional development is a solitary, rather-ssfirential and uncoordinated enterptfse
because of the lack of connected initiatives. Adthmerit of Loewenberg Ball & Cohen’s
study is that it makes clear what the consequeottadack of coordination, consistency and

validated theories of teacher learning are:

In the absence of these key resources the systaps lalong, teachers collect
materials from different sources, their teachingezience is the principal site for
their individual and idiosyncratic developmeitiq. 5).

Therefore, recent reforms challenge this understgnaf teacher professional development as
taken-for-granted (cf. also chapter 2.4.1 on the wd practical teaching experience) and

place the stress on teachers’ learning. Accordirigoewenberg Ball & Cohefbid.4):

a great deal of learning would be required for meachers to be able to do the
kind of teaching and produce the kind of studeatriag that reformers envision,
for none of it is simple. This kind of teaching aledrning would require that
teachers become serious learnelis and around their practice [...] (emphasis in
bold added).

Studies that specifically focus on teachers’ leggriave illustrated some relevant aspects. In
the following, those studies which explicitly dissuthis topic are selected and specific
aspects of teachers as learners are highlighted.

Singh & Shifflette (1996), for example, claim thato major factors supporting teachers in
their professional development are self-awarenesspeers. In line with Day’s (1999: 2)
assertion that teachers “cannot be developed, dbeglop”, Singh & Shifflette (1996: 157)
demonstrated that an awareness of the need fogeharone of the factors that creates the
necessary background for professional growth taod8ut they also point to other factors

that promote professional development, and by wteakhers learn:

4"author's translation.
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Against this backdrop of readiness, external fagtsuch as interaction with peers
and efforts of administrators and staff-developmepecialists, are taken as
opportunities by the teacher to learn and try réwas. In other words, professional
development is a dynamic process triggered by #wdnto improve and self-
awareness and efficacy but continued and sustdipnetle efforts of otherskid.
157).

A similar focus on teachers’ awareness charactefsmnignton’s (1996) stutfy Within the
implementation of a collaborative model of schoaséd action research in an attempt to
promote a process-oriented approach to English ositign, Pennington investigated the
impact of different types of input on the languaggchers and on their increase in awareness.
The input ranged from various forms of training nvalving informal presentations and
handouts, lesson materials, discussions and sesfoncollegial sharing — to individual
activities, such as individual meetings with thejpct head and questionnaires. Pennington’s
research was based on a parallel between langeagbers and language learners and on
Corder’'s (1967) and Krashen’s (1981) well-knowntididion between input and intake. One
assumption of her study was that a change in tesichwareness and their attitudes is at the
base of any other type of teachers’ changes. Itogpdo Corder’s claim, she found that
“input does not equal intake” and pointed out sdeaures of teacher learning. Her major
results were that 1) teachers can take in only v#etcessibldo them in the available input,
i.e. when some aspects of the input are proximalh& teachers in terms of relevance,
familiarity and interpretability, 2) teachers’ ptge attitudes were equally crucial for changes
in the teachers to take place. Pennington (1998:334oncluded that accessibility appears to
be a necessary condition for input to become intakde reflection and teachers’ favourable
attitudes, such as pre-existing interest, may be ffrecondition for intake to enter tteacher
change cycland to become uptake” (italics in the original).

In the attempt to know more about teacher learnigson & Berne (1999) reviewed a
selection of studies about professional developmmded on criteria which basically
emphasise teachers’ involvement, and placed spati@htion on the curriculum and the
pedagogy used in teaching teachers. Across afribjects under review they found essential
qualitative differences about how teachers were dbl change and to learn. The major
differences concerned the teachers’ participatiuh their attitude®. As regards the former,

some teachers became more focused, engaged imsdstanversations, (going beyond mere

“8 Her study is part of an entire collection "Teachearning in Language Teaching" edited by Freeman &
Richards (1996) and dedicated exclusively to teadbarning. Pennington's study has been selected as
emblematic for this section on focused perspectireteachers as learners.

9 Wilson & Berne (1999: 184) also found significatitferences in the teachers as reflected in tresrders’
achievements. However, this fnding is only mentibiere but not elaborated on because the focukeof t
present research project is explicitly on teacHesshing processes).
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knowledge-exchange), shared more and developedtiaecof “disagreement”, whereby the
“professional discourse [...] includes and does noidacritique” (bid 195). In regard to the
attitudes, some teachers developed a way of séle@ngteaching practice as a site for their
continual professional development. Interestinglly,the teachers talked about the need of
having a community, but only those pursuing ongolegrning also engaged in their
community as a resource to sustain them and aseafai discussing all the ideas and
problems encountered in practice. Professional oxsvproved to be an essential opportunity
for the teachers to successfully negotiate tensiand thus proved to be learning
opportunities. An important conclusion in WilsonBerne’s (bid. 194) examination is that
teacher learning should be activated, not deliveeadaging teachers as learners. However,
they underline relevant aspects involved in teatdening, such as that teachers as learners
are faced with the problem of being "unsettled"l(BaCohen 1999 quoted in Wilson &
Berne 1999: 200): when learning, teachers may desoor admit to themselves that they have
done something wrong in the past, but this may bexpected for them. Not all of the
teachers can then cope with the “disequilibriumd ahallenges, which seem to be required to
promote teacher learning. My view is that this ¢desation points to the heavy emotional
load implied when teachers are involved in reflectwork for their own professional
development.

The challenges Wilson & Berne presented us with gtizzle those who are engaged in
teacher education. The first challenge consideesfohms of professional development on
offer to teachers and the poor reputation of waoksh Both teachers and researchers are
critical in this respect, which leads Wilson & Berfbid. 197) to a question with far-reaching
consequences for the latter: “Why study somethivag) $0 many teachers dismiss as less than

helpful?”. The second challenge concerns the d#gwof the teachers in engaging in them:

Seldom do teachers come to a professional develtppregram assuming that
their views of knowledge or subject matter or shideneed to changédid. 198-
9).

In my view, this points to one of the most diffitidore challenges in teacher education,
namely, that often teachers may not perceive tlesl fer change, even when they attend
workshops or other development activities. Attegdieacher programmes, even if on a
voluntary basis, does not presage change in thehees’. Teachers long for technical or
methodological help, but this seems to be far fidfitson &Berne’s (bid. 199) deeper
understanding of teacher development, as theytepor

% This aspect will be further addressed in the Gérappiand Chapter 5.
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teachers' call for new tools and techniques igyaiteate one; all of us who teach
are always in need of additional "tricks of thedg#da But most professional

development that aims at the acquisition of pratesd knowledge assumes that
teachers must engage in learning that goes beyiokithgp up new techniques.

Wilson & Berne’s (bid. 203) suggestion for further research on meetiagters’ needs and
research aims still poses a challenge in teacheragion.

In an empirical study, Hahn (2007) focused on native speaker teachers of English and on
the “mutual relationship” of their teaching behavidtheir teaching strategies), their psycho-
social variables and their learning behaviour asleaced in an online hypertext learning
environment (CING), designed “as a contrastive iaberactive internet grammar of English
for students and teachers of Englisliiid. 65). In particular, she compared the learning
strategies which teachers preferred as learnehstiagir teaching strategiés

When claiming that teachers are a special typargduage learners, Hahibi¢l. 24) lists their
main characteristics as being: “very advanced, gramrained, terminology trained, aware
of rules (as a teacher) and focused on rules (B=meher)”. This study discloses another
characteristic of teachers as learners. Althouglag based on the assumption that successful
teachers are autonomous teachers who take thasorgity as a starting point for teaching,
she found that this is not necessarily the casereltwas not always a match between their
learning preferences and their teaching stydel (202-4). When there was such a match, the
teaching behaviour was not always successful. Twerethis was not an indicator of success.
In the case of two teachers she found a divergencthe sense of there being no match
between learning and teaching style, but they wereetheless successful and sensitive
teachers. Essential factors that explained teachmrscess better than the learning
style/teaching style match were the teachers’ tghii go beyond their own learning style,
emotional involvement and sensitivity in considgriearners’ needs and in catering for the
learners’ self-confidence.

The increased concern for teachers’ learning isifestnalso in Johnson (2009). Drawing on
the work of Vygotsky (1962; 1978) and other expdseasf the sociocultural perspective of
learning, Johnson (2009:2; 17) explicitly lookstaachers as “learners of teaching”. By
applying the sociocultural perspective to teachearring, she aims at discovering how
teachers develop and how this internal activityngfarms teachers’ understanding of
themselves as teachers. Human agency and theorelstween knowledge and learning are

fundamental concepts in this perspective. This iesplooking at knowledge as socially

*1 Some elements of the CING were designed to hesigtiite users’ awareness of the underlying coneemtf
the contrastive differences between German andigingtammar, thus supporting them in the task téramg
“a meta-level” assumed to be necessibigl( 69).
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constructed and emerging from social practices, andearning as a dynamic process
acquiring and manipulating cultural tools and kneage. According to Johnsoibi@l. 2), this
perspective is more aligned with the current emstegical changes and thus more
appropriate for looking at teacher development bgeait emphasises the role of human
agency in the development process by specifying ‘flearning is not the straightforward
appropriation of skills or knowledge from the odtsiin, but the progressive movement from
external, socially mediated activity to internal diaional control by individual learners,
which results in the transformation of both thd aeld the activity”.

Johnson ipid. 20-21) assumes one of the major tensions addrdsge/ygotsky, i.e. the
dialectic relationship between scientific and spoBbus concepts, to explain the tensions
experienced by teachers between theory and pradieeeveryday concepts are represented
by spontaneous and non-spontaneous ideas, deithed feom past experiences or learned by
participating in activities, and more or less notessible to conscious inspection, whereas
scientific concepts are those resulting from thecaeinvestigations and formal theories or
acquired through formal instruction. The ,zone ofymal development?, Vygotsky’s well-
known metaphor for learning, defines for Johnsofiamana of potentiality” for teachers, one
in which teachers learn to make connections betwsmantific and everyday concepts.
Johnsonibid. 64) thus recognises the problem of teachersicdities with theoretical issues,

and her suggestion is to confront teachers witbrthe

One goal of teacher education, [...] is to move teexlbeyond these everyday
concepts by introducing them to scientific concepts

Higher cognitive development in her view is boumdtheoretical concepts in a dialogic
process of transformation. The goal of teacher atilue, according to Johnsoibi@. 65), is to
expose teachers to relevant scientific conceptdewdti the same time assisting them in
“making their everyday concepts explicit”, usingethatter as a means of internalising
scientific concepts. To show how teacher develofgnaetivities can support this complex
kind of professional learning Johnson explains thieneficial effects of inquiry-based
initiatives which provide the teachers with the essary form of meditation they need to
grow.

Beyond the common aspects of teacher learning esaloeth communities and of teacher
involvement, and despite the differences in thetexds and the forms Johnson discusses, all

of the initiatives that she describes seem to aeefundamental features in common. Firstly

*2 Explained as the “the difference between whatcthite, or novice, is capable of when acting alond what
he or she is capable of when acting under the ga&laf a more experienced other” Lantolf & Apped¥94.:
10; cf. also Chapter 1.2).
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they sustain the teachers in taking the risks iaapin the attempt to innovate, and secondly,
they are effective means for enhancing teachersiremess of themselves and of their
teaching. Nevertheless, Johnson sounds a noteutibeaor drawing a causal relationship
between teachers’ development programmes and tsaclhearning, explaining that
development hinges on human agency, which unavlyidisvolves differences in how
different people act in response to the same st By indicating that nothing is further
from reality than the assumptions that “teachingsea learning or professional development
causedgood teaching”ibid. 116; italics in original), she leaves us with tlwemdamental
challenge of investigating “how teachers’ profesaidearning influences their teaching and,
in turn, how that teaching influences their studelgarning”.

In a recent publication, Kwo (2010) edited an entiollection of papers about “teachers as
learners”, addressing the many ways teachers ctiegiteprofessional identities in different
contexts. Two of these papers, Emmett's and Coe8mith &Demers’s, have been selected
here to illustrate some relevant common featurepoRing on the effect of a governmental
policy in the Australian context (Victoria), Emmet2010: 288) describes the positive
introduction of standards of professional praciitemproving the quality of teaching and
student learning. Against the criticism that staddamay “stifle diversity” and “constrain
pedagogical practice”, Emmeibid. 270) argues in favour of the necessity for edanabf
“defining valued knowledge” in order to avoid epistic “solipsism” and to reinforce the
importance of discipline-specific knowledge and itsf related pedagogy. According to
Emmett {bid. 288), the outcomes substantiate that the impléatien project resulted in the
improvement of “teacher quality and student leaghirHe could demonstrate that what
teachers mostly appreciated were the social aspette programme, consisting of creating a
collaborative supportive environment for all thetjggpants.

Cochran-Smith & Demers (2010), also included in kKsmmollection, advocate the necessity
of addressing teacher development from an “ingsiance”. As above, in both Johnson and
Emmett, also according to Cochran-Smith & Demaelogd( 21-22), an essential point in
teacher development is the relation of the teadoepsofessional knowledge. “Stance” in fact
explicitly stands for the “positions teachers aniheoss who work together in inquiry
communities take towards knowledge and its relatigmto practice”, and an “inquiry stance”
connotes a lifelong pursuit on the part of the heas. This is based on the assumption that
teachers consider their teaching practice as ao$itavestigation, which “involves posing
questions, conducting small-scale investigatioris$ie cases they report exemplify the way
teachers make sense of uncertainties, and they pointhe manifold unsettling difficulties

which teachers encounter along the way. Furtherntioes ascribe an essential role to teacher
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learning communities in the development enterpafi@gming that it is precisely in these sites
that teachers’ ongoing learning becomes “visibl@jid(: 40). Overall, Kwo’'s (2010)
collection seems to confirm the results evidencedohnson (2009), emphasising in my view
the pertinence of social aspects in teacher proigeglsdevelopment and on the other hand, the

importance of the individual capacity for learning.

To summarise the findings of this section aboutlistiwith a specific focus on teachers as
learners from the perspective of the present rekganoject, some points can be understood
as central. First, as a result of the shift in W to look at teachers as agents of their own
development, some demands placed on teachers seestarid out: the capacity for
autonomous professional development is generalljurasd to be an indespensable
requirement for teachers' growth. Second, parédlehis request, some deficits have been
highlighted, such as the weight of past misconoegti that often lead us to view teacher
development as resulting as a natural matter ofseofitom the teaching experience or from
teacher training alone. Third, internal and extefaetors supporting teachers' learning have
been put forward in the discussion: with relationthe former, special characteristics of
teachers (Hahn 2007), attitudes related to onels learning (Pennington 1996; Wilson &
Berne 1999) and enhanced awareness of the neetidnge (Singh & Shifflette 1996) seem
to support the teachers' capacity for professiteaining. As for the external factors that
affect teacher development, peers (Loewenberg 8&lohen 1999, Kwo 2010) and theory
(Johnson 2009), stand out as mediating tools thamsto facilitate the complex learning
processes of the teachers, i.e. (in Vygotskian geriine movement towards an increasing
internal control by the teachers. Finally, mordess implicitly almost all of them point to the

heavy emotional load involved in teacher professidgarning.

2.6 Summing up

Taken as a whole, the previous survey has prowd&dible information about many aspects
of how teachers learn, such as the developmengéahcter of the process of learning to teach
or what the promoting and hindering factorsare.allyt, overall the studies describe some
essential chacteristics of teacher development, teashers have to face external and internal
difficulties — the former are represented, for amgte, by the “moving target” (Wallace 1991)
they pursue, by the enormously extended knowledge-land by the increasing competence
demands in — more often than not — unrewarding iwgrkonditions (Egetenmeyer 2010: 40).
The internal difficulties comprise instead the @ombus reflective work necessary to gain

self-awareness and to act upon beliefs and atst(ehards 1998; Vieira & Marques 2002).
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The studies in the review also indicate otheraaltdifficulties, such as teacher development
being undersupported (Hawley & Valli 1999: 137; Baii 2007; Loewenberg Ball & Cohen
1999).

From the perspective of teachers as learners, dseti@ obvious cognitive aspects involved in
the learning process, the studies so far also poisbcial and individual aspects. Regarding
the former, colleagues and school communities magignificant role, indicating the
collaborative nature of teachers' professionalniegr as a facilitating factor in teacher
development (Loewenberg Ball & Cohen 1999, Kwo 2Q@&0Oquote a few). As for the
individual factors, special characteristics of te&xs, comprising teachers' attitudes towards
their own learning and their awareness of the rieedhange (Hahn 2007; Pennington 1996;
Wilson & Berne 1999; Bailey et al. 2001), togethdth the way they relate to their own
professional knowledge (Johnson 2009) stand outrasial to the development of the
teachers. However, the studies do not give conausasults about many aspects of teacher
learning. Firstly, what all the aspects discussedias really mean for the teachers and how
they fit in the development process has not yenbdarified, as well as what teachers
ultimately must learn to develop professional cotepee. Secondly, and more significantly,
how teachers concretely proceed, what are theilsgodat strategies do they employ, or
what procedures they choose is not mentioned anhevem explored in the studies. Individual
factors have recently been assumed in the disgussicritical to the impact of professional
development initiatives, such as goals and teacperseptions of relevance (Lipowsky2010).
We can agree with this hypothesis but its valuésres an assumption. Thirdly, also the
review about teachers' competences does not clearlglude what exactly teachers must
learn to become "competent professionals”. The topre®f teachers' knowledge base has
been debated as well, and further aspects havegethesuch as self-regulative elements
(Lipowsky 2010; Stern & Streissler 2007). Howevself-regulation aspects have usually
been investigated for learners, but not sufficierftir teachers. When they have been
addressed in relation to teachers, they are asedcwith burn-out problems (Baumert &
Kunter 2006). Besides, the relationship between th# new components of teacher
professional competence is not clear and the fuedéh question of what these recent

insights now mean for teachers' professional coempet has not been addressed.

The present study aims to complement the informadieailable so far, by first pointing to
some divergences with respect to the subjects undestigation, the focus, and the aims.
Secondly, by indicating relevant gaps in reseacthGhapter 2.7) and thirdly, by proposing

for the discussion a new perspective and empire=allts.
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The subjects — In the review, studies which ingesé the professional development process
often involve either (primary or secondary) schtezchers (Appel 2000, Stern & Streissler
2007) or specific subject matter teachers (typycalathematics or science; some exceptions:
Woods 1996; Hahn 2007; Appel 2000; Tsui 2003). lamrhore, some studies employ
student-teachers enrolled in teacher courses ample, Bailey et al. 2001; Scarino 2005;
Tsui 2003) or teachers engaged in action reseagjeqgs, (Pennington 1996, Johnson 2009).
The present study, on the other hand, addressesetsaof different foreign languages in a
university context, mostly working on a freelan@sis (cf Chapter 3.4 for more information
about the participants).

The focus — In the studies conducted so far, teadbeelopment, teacher autonomy and
teacher professional competences have been treapatately. Metacognition and learning

strategies have been investigated especially foguage learners (exception Hahn 2007,
however she investigated teachers' strategieseckel teaching, not specific to teacher
professional learning). This study brings togettiezse areas of research with the aim of
providing new insights into the development procgS®reign language teachers.

In addition, research so far has focused mainlwbat teachers learn, whether they learn and
under which conditions teachers learn. How theynlewill be a focus of the present study.

Furthermore, in these studies teachers’ profeskleaeing is largely regarded as “provided

for” the teachers, whereas in the present studyeting will be considered essentially as

“constructed by” the teachers.

The aim — Some studies in the review aim at linkimg development process of the teachers
with the quality of a teacher programme (Almarz@@%eichner & Tabachnick 1981; Vieira
& Marques 2002) or with the outcomes of their leasn(Andreasen et al. 2007; Garet et al
2001; Wilson & Berne 1999) or both (Emmett 2010).cbntrast, this study has the aim of
exploring what forms self-determined professionatvelopment per se can take,
independently of learners' outcomes or of evaluaticelated to participation in teacher

development programmes.

2.7 Teachers as learning professionals - Framing ¢hlresearch questions

Building on the insights gained from the surveyijstlsection first points to hidden
assumptions in the domain of teacher developmengrslly it establishes the framework of
the research study and the overarching researchktiogng It begins by indicating the

perspective that could be taken when looking atchea professional development,

62



2 Theoretical background

emphasising professional development as an autom®materprise. After a section devoted
to the clarification of some demands placed onheec and of some relevant terms, the
discussion focuses more closely on the conceptaubbnomy and meta-cognition. An
examination of meta-cognitive strategies and metmitive knowledge concludes the

chapter.

2.7.1 Professional development as autonomous entege

Despite the increased attention accorded teachéng learning mode (cf. Chapter 2.5), much
is still unknown about their learning processeaudifar, language teachers have been subject
to investigations regarding what they know, whatytthink and how they learn to tedgHut
how they learn to learn for their own developmeas hemained unstudied. Many scholars
have continued to alert us to how much is still leac or not addressed regarding the
development of teachers. This is evident in somia®fprominent terms that have been used
in this regard, such as “The ‘unstudied’ problemtduncharted terrain” (Freeman 1996).
These terms refer to untackled issues about teclosvledge and teacher learning. Freeman
(2002: 1) has pointed out the necessity of deegemim knowledge about teacher learning as
a “core activity of teacher education”, and he uideld in his model of teaching (Freeman
1989: 33-6) two elements: the attitude and the emesd’ of the teachers (cf. Figure 2.11). A
teacher’s attitude refers to the stance towardselhend the activity of teaching, while
awareness is defined as “the capacity to recogamzemonitor the attention one is giving or

has given to something”.

Descriptive Model of Teaching:
The Constituents

AWARENESS triggers and monitors attention to:

ATTITUDE
a stance toward
self, activity, and others that
links intrapersonal dynamics with
external performance and behaviors,

SKILLS KNOWLEDGE
the how of teaching: the what of teaching:
methad subject matter
technique knowledge of students
activity sociocultural/
materials, tools institutional context

Knowledge-Transmission
View of Language Teacher Education

Figure 2.11 - Freeman’s descriptive model of teagliSource: Freeman 1989: 36)
Freemanipid.33) attributes to awareness a superordinate fumethich can “account for the

3 A general limitation of these studies is that, duehe varieties of ways through which teacheasrieabout
teaching and learning, it is difficult to generalisbout the quality of the learning experiencethefteachers
(cf. Bransford et al. 2000: 190).

* Awareness is a complex and much debated issueara@xtensive account of awareness please refer to
Polanyi (1958); to Schmidt (1995) for attention avweareness in language learning.
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appropriate mobilization, interaction and integyatof these constituents”. Through the core
components of awareness, attitude, skills and kedgd, Freeman addresses important
aspects of teaching as critical variables in teadkegelopment, such as the teachers’ personal
factors, (here, attitudes and awareness) and tbessiy for the teachers of having more
control over themselves. The internal monitoringrkvof the teachers thus becomes an
integral part of the development process. Howesame observations are necessary here. To
begin with, this aspect of teacher learning hasmbeeglected in subsequent accounts of
teacher development and | agree with Freeman umasg it to be as fundamental an aspect
of teacher professional development as the selftcaction process itself. However, only
scarce attention has been paid to “understandig the processes of teacher learning
actually unfold” (Freeman 1996: 351), and interegii enough, Freeman’s observation still
appears to be true. Furthermore, despite Freerma#fols, some aspects are still not clear in

Freeman’s account, such as what do attitudes mweactle and what should awareness be

directed at. Therefore, leaning on Kohonen’s (208l€a about the necessity of making the

learning process more ‘visibR&! it is time to heed his call and apply it to teah learning.

What is puzzling about teacher development is th@vipg inventory of demands and

expectations placed on the teachers — all are basethken-for-granted and interrelated

assumptions, as is demonstrated in the following:

1. Lifelong learning — Lifelong learning resultstime implicit demand for teachers to be up-
to-date with respect to recent developments irr fiedd. Teachers are expected to engage
in the pursuit of professional development throughtheir career (Hill 1971; Camilleri
Grima & Anthony Fitzpatrick 2003; Day 1999: 4). Whare also expected to be able to
change their attitudes (Kelly 2011: 31).

2. Reflective abilities — Teachers are expectedrngage in a process of reflection on their
professional activity in order to improve their ptiae (cf. Chapter 2.4.4).

3. Teachers as agents — Teacher agency referg tedhhers as active constructors of their
own professional development (Johnson 2009; V&3t 18; Calderhead 1993; Tickle
1994: 2; 203; Richards 1998: 65). This shift isoagsted with the insight that learning is a
cognitive process which hinges on individual leagnfactors and presupposes an active
role of the learner (Wenden 2002; Lantolf & Tho2896: 209; 214).

4. Autonomy — Implied in the new role of the leames active participants in and

constructors of their own learning, is a new leagntcompetence based on the concept of

°% | am adapting the title of one of Kohonen' (20@6i)cles: “Student reflection in portfolio assessinenaking
language learning more visible”.
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autonomy, regarded as “the ability to take chargene’s own learning” (Holec 1981: 3).
The core competences of autonomy involve beinghiapaf defining ojectives, content
and methods, and of monitoring and evaluating tteegss. The concept of autonomy
further involves developing a critical stance tosvaneself, with a strong accent on the
importance of controlling one’s own learning pracesmd on meta-cognition. However,
this competence can not be taken for granted (HD®84.: 22), just as learners’ ability to
learn autonomously cannot be.

All of the assumptions listed above can be venartyeperceived in the many educational

efforts and policies of the Council of Europe, @s,an example, in the report about teachers’

professional development from the Teaching and riegr International Survey (TALIS)

carried out by the Organisation for Economic Corapen and Development (OECD)

The education and professional development of eteargher needs to be seen as a
lifelong task.... (OECD 2010: 12)

. encouraging all teachers to be reflective priaciérs, to be autonomous
learners in their own career-long professional deyepment, to engage in
research, to develop new knowledge and be innavditnd. 13; bold emphasis
added).

Under the characteristics of “high-quality teaclestucation and continuing professional
development’ipid. 14), the authors of the TALIS report mention “saersal competences”
as necessary for teachers. What these consishof specified.

All the demands based on the assumptions outlibedeahave in common the concept of
teachers as autonomous learners. However, somdianseesemain unanswered. Firstly,
Loewenberg Ball & Cohen (1999: 4), point out whah de considered a historical intrinsic
bias, namely, that in the common sense view otieg¢ “sustained learning was not required
for adequate performance”. If this correspondstdity, then how should teachers be able to
accomplish everything that is implied in the denmhsted above and be in charge of their
professional development in an autonomous way? duteor argues therefore that both
concepts “autonomous” + “learners” are not selflemt when they are applied to the
teachers. In addition, regrettably enough, degpiencrease in interest regarding autonomy,
most of the work is focused on learners’ autonolegying its implications for teachers and
teachers’ experiences of autonomy underdevelopeamiL 2008: 6). Furthermore, the
concepts of agency or of ownership concerning oow/s professional development do not
explain why certain teachers do progress, devehopaae able to change their practice while
some others do not. Finally, the insights gainedhfreviewing the two bodies of research on
Teachers’ Competences and Teacher DevelopmenClepter 2.2, 2.3, 2.4 and 2.5) show
fundamental points of overlap in the domain of raignition, as suggested by the inclusion
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of self-regulatoryf abilities as a prerequisite of professional cormpet¢ (Weinert 2001; Jung
2010), as well as a prerequisite of teachers’ remdi to perceive the need for change
(Lipowsky 2010). Nevertheless, what are the impioces for teachers?

The questions left open by the review of literatore teacher development and teachers’

competences are graphically summarised here:

Teacher Teachers’
development competences

|
¥
'.:!‘I

-'i r

f=;, ":(.
— - -""'--..‘

Hidden assumptions:
Teachers as autonomous learners

Self-regulation and metacognition

Figure 2.12 - Hidden assumptions in teacher prafaasdevelopment
The perspective of self-regulation has not yet eguioited nor fully integrated into theories
of teacher professional development. It is howetier perspective which it is suggested in
this study for gaining some more specific insight®rder to investigate the contribution of
the teachers to the development task. | hypothéisegevhat is expected of the teachers rests
on many invisible demands and possibly on one Bpecompetence (beyond the other
teachers’ competences addressed in Chapter 22abhg on a meta-competence in its own
right: Professional Development Competenéé
From this hypothesis the fundamental question sirigéhat are the essential features of this
competence? When viewing the task of teacher dpredat from this perspective, how do
language teachers approach their own professianaldpment? Given that the underlying
processes involved are not directly observable, twikuld be an appropriate
operationalisation of the construct? As a meta-cgprire responsible for self-regulation,

*% Self-regulation is used as synonym of autonomy.tRe use of these terms, cf. the following sectiothis
chapter.

°’As Weinert (2001: 53; 56) captures in his extensiigeussion of the concept of competence, the meneral
a competence, the smaller its contribution andloeer its effectiveness in guiding concrete leagnand
thinking processes. Because of this consideratimmhleecause the processes behind the professi@malrig
of language teachers have not been studied suffigjel argue that it is necessary to advance our
understanding from the more general available msigo a more specific 'teacher professional deveent
competence'.
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there is a strong accent on meta-cognition, whicintended as the conscious control over
learning (Brown 1987; Kluwe 1987): as such it gmgecognitive functioning (Bokaerts 1999;
Wenden 2001; Flavell et al. 2002; Zimmerman 200€hndtz 2001). The way this meta-
competence involved in the task of teachers’ depraknt is conceptualised in the present
study relies mainly on what studies about meta-tmgnhave suggested, and on Holec’s
(1981) concept of autonomous learning. Two centmalcepts will be introduced for this
purpose: autonomy and meta-cognition. They wiladdressed in the next section, following

the necessary clarification of the terms used.

Clarification of the terms

One fundamental distinction regards the use oft¢h@s: ‘autonomy’, ‘self-regulation’ and
‘self-direction’ are some of the most commonly ustms®. ‘Self-regulation’ and
‘autonomy’ are used in the cognitive literature,endas ‘self-direction’ is preferred in the
literature on second language learning, as Wen@6A1¢ 50) helps to explain. Wenden
(2001: 50) also shows how they refer to the samegsses, such as those “by which learners
plan how they will approach a task, their task gsial and how they actually monitor its
implementation”. In Holec’s (1981: 3) seminal défon, autonomy is viewed as “the ability
to take charge of one’s own learning”, while ‘séifection’ refers to the kind of learning that
results from having acquired autonomy, basicall/way in which learning is accomplished
(Pemberton et al. 1996: 3). Despite the overlamening, with the accent in the concept of
‘autonomy’ being more on thability (since Holec’s classical definitiongand both terms
‘self-direction’ and ‘autonomy’ being used in adellucation, these two terms seem better
suited for application to teacher learning for pluepose of this study.

Another preliminary consideration regards the refehip between metacognition and
autonomy. Although they sometimes recur as synonf@mirgey 2001: 18), they are not
equal. As Wenden explains (2001: 50), in cognitesearch, metacognition is thought to be
critical in the self-regulation of learning (cfsal Mayer 2001: 89). Self-regulation can thus be
seen as the superordinate term.

The following section will briefly define the ceatrconcepts of autonomy, and then proceed

to examine the essential aspects of meta-cognition.

2.7.2 Autonomy and self-regulation

The construct of autonomy, as well as of self-ragoh, is — as Bokaerts et al. (2000: 4)

%8 Other terms used are ‘independent learning’, learcontrol’, ‘independent study’ (Gétz 2006: 6)‘self-
access’ (Little 1997).
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admit — very difficult to define. Holec's (Holec 89: 22) definition provided above
emphasises, for example, the aspect of autononay ability, which has to be acquired, as
adults are rarely capable of assuming respongibibr their own learning. From this
perspective, self-responsible adult learners aeratipnalised as those who are capable of
taking charge of all the decisions regarding thearning, such as: planning (determining the
objectives and defining contents and methods), toong and evaluating the learning
process. It should be noted that all these de@diegin with establishing the goals, involving
an awareness of the final outcomes the learnersagibefore the learners can go on to select
contents and procedures (Holec 1981: 29). The atialuof the process is crucially included
as an integral part of the learning process, amdidered as an indicator that the learners are
assuming responsibility for self-regulated learnf{riglec 1981; Zimmerman 2000; Huttunen
2001).

Others consider self-regulation as the key to ssfoé learning (Dickinson 1997: 94;
Bokaerts 1999: 446; Bokaerts & Niemirvita 2000; Aierman 2000) and as an essential
component in every kind of learning, both interpadhd externally regulated (Schiefele &
Pekrun 1996). The importance of meta-cognitive apgnes to autonomous learning has been
emphasised by O’Malley et al. (1983 quoted in Rub®87: 23) who claim that “learners
without meta-cognitive approaches are essentiallynlers without direction or the ability to
review their progress, accomplishments, and fueaming directions”.

In addition, self-regulation and autonomy do notameésolation. According to Holec (1981:
22), autonomy, as the process of increasing théyatn take charge of one’s own learning,
does not exclude others, such as the teachershaiethe essentail role of encouraging or
preparing for the development of this ability. Amdony being a possibility, the contribution
of the context is to promote and support this tengdbid. 34).

Lastly, what is central to the understanding ofoaotny is the concept of ‘participation’,
which defines the relationship between the learaed knowledge as one of responsibility,
implying that the learners are expected to buildthgir knowledge independently of the
teachers. Thus autonomy can be seen as the pradesieveloping a sense of the

consequences of one’s own contribution to learning:

“participation in education (....) must be learntedaot occur automatically and is
not a response to a spontaneous aspiration” (H&8t: 22).

The autonomous perspective is not without critasgpects. The overstress on the promotion
of autonomy, self-direction and self-managementldses criticised (Usher et al. 1997 quoted
in llleris 2009: 149) as too restrictive, because pedagogies relying on these concepts have
been thought to ignore that the self and the leaare socially constituted. The present study
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acknowledges this criticism and concurs with thagevs of adult learning which claim that
any situated activity is not only a matter of “cdge acquisition (of facts, knowledge,
strategies or skills)’(Lave 2009: 202), but ratlaso has collective, cultural and historical
features. Focusing on teachers as agents and esippake “learner as manager of their
learning” (Holec 1987: 147), is not intended heyagnore the social aspects or to simplify
complexities, it is actually an analytical and @iemal decision. The concepts of self-
regulated and autonomous learning behaviour ulélpaest on the ability to become aware
of and take control of one’s own learning, whiclthe essence of meta-cognition, the concept
that the next section intends to examine becaudheotssential implication for the present

study.

2.7.3 Meta-cognition

After a short description of some relevant aspdats|l highlight the role of meta-cognition
as one important component of teachers’ development

Meta-cognition has become one of the major fiellsagnitive research during the last 40
years. The term refers to the way learners ditest tognitive activity in learning situations
and is commonly associated with active control caed awareness of one’s own learning
process. The term is not always used in a clear wayGourgey (2001: 18) points out, the
concepts used as synonyms to metacognition ramge fhinking skills, or metacognitive
awareness up to considering metacognition as thevagnt of self-regulation. Meta-
cognition has been considered as an indicatioroofpetence to learn (Gotz 2006: 7), and as
one of the key aspects of self-regulation (Boka&889: 449; Wenden 2001: 45). As such,
meta-cognition constitutes an essential componeutliself-regulation models (Go6tz 2006:
12).

One of the major initiators and exponents in tedfof meta-cognition is Flavell (1987: 22),
who explains that meta-cognition refers to the raleattivities which govern our cognitive
functioning and which is called ‘meta’ becausedtse meaning refers to cognition about
cognition. Although “cognizing about cognition” &s old as Plato and AristotlgBrown
1987: 70), the term has recently gained increaskedance. Weinert (1987: 7) testifies to the
tremendous attractiveness of the term by acknovnedthat a veritable ‘meta’ flo§8 has

washed over psychology and developmental psychdoge Flavell initiated research in this

9 A. Brown traces a short history from Plato tor@gia and Locke (Brown 1987: 70).

% Kluwe (1987: 31) helps to disentangle the intécdevelopments in research on meta-cognition explgi
that meta-cognition refers mainly to meta-memaossy, the knowledge about how memory functions, harev
“the immense body of research, especially in dguakntal psychology, published under the headingeth-

cognition, relates mainly to ‘meta-cognitive knodde™.
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area.
Flavell (2002: 164) explains that the “meta-cogmtierritory includes both what you know
about cognition and how you manage your own cogmiti In this way he distinguishes
between two relevant concepts: meta-cognitive m®E® or strategi®sand meta-cognitive
knowledge, both of which are central in the cordtraf meta-cognition. According to
Wenden (2001: 44), the former can be defined asd#ldberate operations that learners
deploy to approach and manage a task, whereasttke fefers to what learners know about
their cognition and is also termed ‘meta-cognitaxgareness’ or ‘meta-knowledge’. In the
following, a short overview will provide a summaof/the relevant information derived from

Wenden (2001) to illustrate the two constructs.

2.7.4 Meta-cognitive strategies and meta-cognitivanowledge

The meta-cognitive strategies are planning, moimigoand evaluation. Wenden (2001: 45-47)
explains that planning (or task analysis prior dskt engagement) is the strategy by which
learners plan what to do. This process implies idenations about the purpose of the task
(whether they are aware of what they expect froentéisk and whether it is relevant to their
needs and goals), and about the type of task amdié¢mands that the task places on the
learners.

The strategy of monitoring is divided into sub-pFsses, such as self-observation, and
assessment. Self-observation refers to the ongaitemtion learners must pay to various
aspects of the task, their progress and the fatbtatsmay facilitate or impede this progress
(here monitoring seems to be similar to volitiont@alertness). Assessment refers to learners’
evaluation about what they understand, the effengs of the method, meeting the goals.
Depending on the result of the monitoring procéss,learners decide whether or not to take
remedial action or change the goals.

Meta-cognitive knowledge, the “specialized portiohlearners' acquired knowledge base"
(Flavell 1979 quoted in Wenden 2001: 45), refersvimt learners know about themselves,
their cognition and the learning task. Its chanasties are that it develops, can be brought to
consciousness, is relatively stable and is statgBwn 1987: 68). Meta-cognitive
knowledge is subdivided into three types of knowkdperson knowledge, task knowledge
and strategic knowledge.

Person knowledge relates to the knowledge aboutdognitive and affective factors (such as

®. Wenden (2001: 50) refers to planning, monitoramgl evaluation as “meta-cognitive strategies” asd as
“meta-cognitive processes”. Herafter | prefer et “meta-cognitive strategies” because it seentsetased
more, and also because switching between the twtstean be confusing.
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age, aptitude, personality or motivation) may iaflae learning. Flavell (2002: 164)
elaborates on this type of knowledge, specifyirgg thalso includes what we tacitly come to
know about how the mind functions and “universalgarties of human cognition”.

Task knowledge refers to learners’ awareness of tmvapproach the task and to their
awareness of the purpose, type, and demands dedneing task. According to Wenden
(2001: 45-6), this appears to be the most compjpe bf meta-cognitive knowledge and
includes expectations of how the task will senartheeds, or knowing what knowledge and
skills are required, how to go about it and beiblg do anticipate the level of difficulty
Strategic knowledge is represented as general laugel about strategies, about how best to
approach the task; basically it refers to whatriees learn about the means by which they are
“likely to succeed in achieving cognitive goalsld¥ell 2002: 165; Flavell 1987: 23).
Meta-cognitive strategies develop hand in hand wigta-cognitive knowledge (Flavell 2002:
166). Wenden (2001: 63) elucidates the relationbleipveen the basic components of meta-
cognition and provides evidence that meta-cogniimewledge is a “prerequisite to the
deployment of these self-regulatory processeshdnaccount, the meta-cognitive strategies
of planning, monitoring and evaluation depend oa types of meta-cognitive knowledge
learners bring to the task and on their reflecaittéude. Moreover, she claims that although
meta-cognitive strategies are believed to be furehah to self-regulation, if they “fail to
make contact with a rich knowledge base, they aakiv(Wenden 2001: 50; cf. Kluwe 1987:
34). Meta-cognitive knowledge is therefore consdevital for the regulation of learning and
it is essential to the effective use of strategi®enden 2001: 45). As a consequence, if the
learnersare not aware of the nature, purpose, and demandd the task the processes of
planning and subsequentlty monitoring and evalgatamnot be implemented.

Wenden'’s results are compatible with the modeledifregulation suggested by Schiefele &
Pekrun (1996: 271). The model shows the factorschhmnfluence the learning process.
Irrespective of who is in control (internal = sedfgulated, or external = regulated by the
teacher, the context, the method etc.) Schiefel®ekrun demonstrate that the learning
process must always be planned, executed and éx@lddhe model highlights clearly that in
the internal control mode of self-regulation, thetaacognitive activation of the learners is

utmost and includes motivation as an importantfiact the process.
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Figure 2.13 - Self-regulation Model — Source: Sfehee& Pekrun (1996: 271)
As in Wenden, meta-cognitive knowledge influendes meta-cognitive control strategies of
planning, monitoring and evaluation in the model Sxfhiefele & Pekrun as well. One
difference is related to prior subject knowledgecaxding to Wenden it is included under
person knowledge, whereas in the Schiefele & Peé&mnodel it is separated but still comes
under the learner characteristics which influetneedeployment of meta-cognitive processes.
Another difference regards voliti®f which is separate from monitoring in Schiefele &
Pekrun, but is a sub-process of monitoring in Wendestly, Schiefele & Pekrun add the
motivational orientations and convictions of tharlees to the factors that influence meta-
cognitive processes.
In essence, Wenden and Schiefele & Pekrun claim lgwrner characteristics (‘meta-
cognitive knowledge’ in Wenden) influence the leagn process. In the present study,
however, the term “awarené$sof self” seems to be better suited than “learner
characteristics”, because the process of becomirageaof the ‘professional self’ is a central
aspect of professional development.
Another model suggested by Gotz (2006: 17-22) §ipedhat each one of the central meta-

62 vVolition refers to all the processes devoted terdaton, motivation and emotional control (Corno93%
relevant to translate intentions into an effecfil@n of action and to protect the learning intemgigSchiefele
& Pekrun 1996; Gotz 2006: 23)

8 Awareness is a complex and much debated issuarfFextensive account of awareness cf. Polanyi (1368
Schmidt (1995) for attention and awareness in lagguearning.
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cognitive processes (planning, monitoring and eatédn) can be planned, monitored and
evaluated. The mutual relations among meta-cognitigoals, resources, volition and

strategies are made more explicit in this modejfeé 3.4a and Figure 3.4b).

Figure 2.14a - Multilevel model to promote meta-titige competences. (Source: Gétz 2006: 17)

Figure 2.14b - Aspects of planning, monitoring aegulation — (Source: Go6tz 2006: 20)
The model emphasises the central role of goals62PP), which must be realistic, but also

demanding in order to be motivating. Furthermorealg must be set by the individuals
themselves. Go6tz explains that strategic planniag b pragmatic function, because it
enhances feasibility, and has an affective funcéisnvell, because when the partial successes
of learning become more tangible, motivation inse=a Motivation can be intrinsic or
extrinsic, both can lead to success, the differesg@ams to be in the depth of elaboration and

assimilation.

What is the significance of meta-cognition for teiady? Recurring to what Rubin (1987: 25)
explains, the function of meta-cognition is forriears to “oversee” one’s learning and some
consider meta-cognitive awareness as the cornerstdndevelopment (Huttunen 1986;

Wenden 2002). Its relevance has recently incregsetich an extent, that nowadays meta-
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cognitive competence is expected and even takegrémted (Schmitz 2001: 151). Applied to
the perspective of ‘teachers as learners’, the equnof meta-cognition is relevant in many
ways for the present study.

1. First, as the result of the introduction in ctige science of meta-cognition as an
executive functionwhich regulates mental processes (Wenden 2002:ii3/stigations in
the field of second language research about ‘tloel genguage learner’ in the 1970s indicated
that the influence of learning strategies was a®rsible. Learners were then thought to excel
not just as a matter of motivation and languagetua®, but also thanks to their active
contribution to the learning task through the agilon of a rich repertoire of learning
strategies (Schmitt 2002: 178). As Flavell (200@4)Lpoints out, meta-cognitive skills play
an important role in self-regulation and self-cohtResearch on learning strategies showed
that students who demonstrate a wide range of nugakive skills perform better and more
efficiently (Wenden 2002; Palincsar et al 1993; éwshine & Meister 1994). Schmitz (2001)
has further emphasised the role of self-monitoand of the significance of self-regulatory
competence for successful learning.

2. Some key concepts in meta-cognition have beeogrezed as particularly essential in
learning: goal setting and access to self. In teshgoals, Bokaerts (1999: 451), for example,
points out that “the way learners construe thenesebs learners, particularly the goals they
set for themselves” defines their meta-cognitiveaness (cf. also Wenden 1998: 21).
Simons (1992: 257) highlights lack of goals as ediathat hinders successful learning.
Finally, the importance of self-set goals has deen emphasised (Huttunen 1986; Lemos
1999). With respect to the other key concept ofaehreness, work on meta-cognition has
made the interconnections with the different dinems of the self more evident. Both
Bokaerts (1999) and Gotz (2006) include the setheir models, with wishes, expectations,
and motivation as important prerequisites for leayn Meta-cognitive approaches seek to
develop in the learners an awareness of what, wbyhaw they are succeeding with the goal
of developing the abilities of self-managing thegmitive processes that render lifelong
learning possible. Applied to teacher developméms, would imply an awareness of oneself
as a learning professional. The role that the kaycepts and especially goal setting, as
described above, play has been investigated fondes but its role in teacher professional
development has been neglected.

3. Meta-cognition has also made the learning psooesre ‘visible’: Kohonen (2000) insists
on the importance of making the learning processenapparent to the learners, by making
them aware of their goals and their learning oueanStudies in cognitive psychology

indicate that we are often not aware of our thigkimocesses, of our strategies and learning
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styles (Bokaerts 1999: 448; Flavell 2002: 168; Gfi@26: 14), therefore it is claimed that it is
useful for the learners to develop meta-cognitigasgivity. One logical extension of self-
regulation and meta-cognition to teacher profesdidevelopment would be that teachers as
learners need tbecome awareof and to take control of their own learning. Adtliel (1997:
36) claims, “access to self” (i.e. awareness) ipr&xequisite of learner autonomy” and this is
argued here also for teachers in the learning mbldevever, the meta-cognitive aspect of
learning has been intensively researched mostlyefmners, but not for teachers. Similarly,
although the role of strategy use and especiallyneta-cognitive awareness has been
highlighted in studies on successful learning, as tbeen neglected in studies on teacher
professional development. It is therefore arguetthis study that as long as teachers’ learning
remains tacit, it will not be present in teachemshds. What is tacit or not articulated cannot
be tackled or acted upon, and from this it follothat making these implicit assumptions
about teachers as learners explicit for teachews scrutiny is crucial for professional
development. This aim is pursued in the presemlystu

When holding the hypothesis that autonomy and roeggition are essential components also
for teachers’ learning and seeing the task of teadevelopment from this perspective, the
overarching research quesfidbbecomes:

How do language teachers approach their own priofessdevelopment?

% Other sub-questions originated in the course @tiéita analysis and will be presented in Chapger 3.
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3 Design of the research project

This chapter describes the design of the reseamgbagp. The first section is concerned with
some relevant definitions and with an explanatibthe rationale behind the empirical study.
The chapter then provides a detailed descriptioth@fcontext of the Teacher Development
Programme KommuUNIkation, the design and the retegmocess. It proceeds with a
description of the participants and of the methafddata generation, and illustrates the design
of the questionnaires and the interviews. Otheevagit issues regarding the role of the
researcher and ethical considerations are includ#ét last sections.

Structure of the chapter:

3.1 Qualitative research

3.2 The Context: Teacher Development PrograioramUNIkation
3.3 The Research Design

3.4 The Participants

3.5 Methods of data generation

3.6 The role of the researcher

3.7 Ethical issues

3.1 Qualitative research

In this first section qualitative research is Oyiefefined. Along with definitional issues, also
the contrast with quantitative research will behhighted. Subsequently, the underlying

principles for chosing this approach will be prasen

3.1.1 Definition, characteristics, contrast to quatitative research

Over the last decades, the field of empirical redehas undergone great changes that can be
compared to “methodological revolutions” (DenzinLécoln 2005: ix). The changes relate
to the tensions between the two major paradigmsreskarch, commonly known as
quantitative and qualitative research. In Nunan &il&/ (2009: 5) the two historically
dominant approaches to classroom research aralefswd as psychometric and naturalistic
inquiry. The former refers to research approacheace&rned with “frequencies and
distributions of issues, events or practices byectihg standardized data and using numbers
and statistics for analyzing them” (Denzin & Lined2005: 472). The latter is interested in
analysing and reconstructing “the subjective megron the social production of issues,
events, or practicesilid. 472) by seeking access to non-standardised ddtatéempting to
gain analytical depth instead of statistics. Witile strengths of quantitative research consist

in the identification of patterns or structuresotigh the measurement of a great number of
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cases, qualitative approacfreallow us to go beyond the statistical data anéxplore and
reconstruct relationships, complexities and subject‘systems of relevant®, thus
producing a “depth of insight that quantifying apgeches can not attain” (Kruse 2009: 12).
The two concepts have long been used contrastilielyever it has now become standard to
regard them as complementary and equivalent melbgidal approaches that operate in
different ways and with different logical systen@ualitative approaches have increasingly
succeeded in gaining recognition in the field afigsbsciences, so that their establishment has
been called a “gualitative revolution” (Denzin & ndoln 2005: ix). One of the basic
differences between the two paradigms relates ¢odhims that research can advance:
quantitative approaches believe in the possibdityaccessing truth and objectivity from a
“value-free framework” (Denzin & Lincoln 2005: 10)hereas qualitative approaches
challenge this claim, aware of the “value-ladenuratof inquiry” (bid. 10) and of the
subjectivity of knowing in any research. As a capsnce, results and findings are always
considered selective and partial approximationgruah. Qualitative approaches thus do not
claim statistical significance, but critical awaess (Shank 2006: 89), and a conscious
reflectiveness of the researcher (Kruse 2010: 9; THhey attempt to generate the critical
differences in the data, not relying on numbers,druthe meanings that emerge through the

analytical process.

3.1.2. Rationale for chosing a qualitative approackor this study

A qualitative approach and an explorative, intetipeestance seemed suitable for this study
for the following reasons: firstly, it is a questiof appropriateness and secondly, there is a
number of distinctive traits. As for the formeappropriateness (Nunan & Bailey 2009: 5;
Flick et al. 2008: 22; Steinke 2008: 326), the aesle approach should be apt, adequate and
should fit the object of inquiry rather than be a@thodologicala-priori credo: we, as
researchers, need not adhexeoriori to a research paradigm because of its assumed
superiority, as Nunan & Baileyibid. 5) propose, but should “choose data collection and
analysis procedures that are appropriate for amsgvéine research questions we posbid(

5).

Both, quantitative and qualitative research apgreadhave demonstrated that they can offer
valuable insights — although different in natureto- explain phenomena. Both aim at

generalisations and explanations (Oswald 1997: Ai3). both, psychometric and naturalistic

® For an overview of the different approaches urtdegsunder the term, cf. Denzin & Lincoln 2005: x&6.

% The “systems of relevance” are believed to béebiasis of the actions and interactions of indiald (Schutz
1970: 321).
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inquiry, fall under the same cover term of “emptiadesearch” as “research based on
collection and analysis of data”, as Nunan & Bai(2909: 9) point olif: they only represent
“different families, or cultures, of empirical reseh”. Howeverthe distinctive traits that,
according to Flick et al (2008: 22-24) and SteifR808: 326-331) characterise qualitative
research, are additional grounds for choosing thalitative approach for this study. A
selection of them will be discussed in detail ie following® along with the reasons why

they seem more appropriate.

Sensitivity towards everyday knowledge of the p@dnts and the specific context
Qualitative research has demonstrated a strongtisgpsowards the everyday knowledge
of the participants and the specific contexts inciwht naturally emerges. The setting of the
present study (cf. Chapter 3.2 The context for nu@tails) is naturalistic, not created for the
research purpose. Within the Teacher DevelopmeargrBmKommUNIkation,as a point of
departure, it was pertinent to ask: How do the heex participate in the professional
development programme? How do they behave as Isattmemselves? Do they perceive any
benefit from the workshops for their teaching pi@2 As “learners of teaching” — (Johnson
2009) — to what extent are the teachers awareedf thwn learning process? How do they
approach their own professional development? Intiadd teachers are talkative people, this
was another reason why the interview approach Qifapter 3.5.3) was considered

appropriate for the current study.

Sensitivity towards the different perspectives lé participants— Another important
characteristic of qualitative research is the dafityi towards the different perspectives and
‘meanings’ of the participants. Qualitative reséasc“a form of systematic empirical inquiry
into meaning”, as Shank (2006: 5) defines it. Apglio this study, it led to questions such as:
What does professional development mean to thénées® What do they attribute value to?
What are their priorities and goals? And what a@féheir decisions and actions? Focusing on
the subjective interpretations and attitudes of téschers towards their own professional
development was one of the central questions withis study. Denzin & Lincoln (2000: 3)

argue that qualitative research involves an ingdnpe and naturalistic approach: trying “to

®"n line with Nunan & Baileyipid. 4-5), | am also “not willing to take sides in what Haistorically been the
guantitative-versus-qualitative debate” and | shaite them the belief that “no single approach emguage
Classroom Research is superior to others”.

% To make these traits explicit, | refer to somehaf quality criteria mentioned by Flick et al (esip#ly Nr.2 to
8, cf. 2008: 22-24), by Steinke (2008: 323-331) alsth considered by Ehrenreich (2004: 136-138).
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make sense of, or interpret, phenomena in terniseomeanings people bring to them”. From
this perspective the researcher made every etigquarantee that these meanings came to the
surface, and that the teachers expressed thbgsaw or perceived as chance or challenge or
any other aspect they felt as relevant to fflem

Still, one has to consider that it is not possioleelicit an objective knowledge about these
subjective perceptions. Rather, the research psoisesne of an active co-construction of
meaning. In this sense, in qualitative research pghdicipants’ views complement the
researcher’s perspective and the participants easebn as co-researchers. Flick et al. (2008:
17; 23) note that qualitative research integrates tiews of the participants as "social
constructions” and point out the active co-consioucof knowledge (cf. also Kvale &
Brinkman 2009: 18) that results from both the dbuotion of the participants and the
researcher’'s decisions. Qualitative research ispllaee where “the process of knowing
through conversations is intersubjective and sgaal Kvale & Brinkman note (2009: 18).

Openness and flexibility- Since Glaser & Strauss (1967) conceptualized Gheunded
Theory?, the aspects of openness and flexibility withia tesearch process have been further
strengthened in qualitative research. Glaser &uSt's (1967: 40) main concern was to
broaden the researchers’ task, from verifying theomwhich they saw as restricting - to
discovering novelty “that might change the theos, qualitative research is primarily data-
driven. Also according to others, Steinke (20087)3and Reichertz (2008: 281-4), for
instance, being prepared for surprises is a majoioaqualitative research, which depends on
the stance of the researcher towards the datahairdoivn previous knowledge. The focus in
this study was kept open and broad from the begg@ind the researcher’'s background
knowledge was intended not as a limiting lens,rhtiter — similar to Mason (2002: 17) — as a
springboard for launching the research “puzzle”tisat data are connected with current
debatesibid. 17). Certainly, openness in qualitative resea@bends heavily on the way we
design the search for newness. For the curreny stioig is reflected in the way the researcher
designed the interviews and in the way the regylitiata were analysed, both in the effort to
bring to the surfacdeachers'reasons and understand them whithout imposing readter

criteria. This is explained more in detail in tleeon about the research process (cf. Chapter

% The research questions had not yet been fixed veleeducting the interviews (cf. Chapter 3.3.1).sThi
contributed enormously to adhering to the critdisded above, especially when considering the iGate
"Sensitivity towards different perspectives" andgpédness".

© As Shank (2006: 129) notes, Grounded Theory imattiod of building theory from the ground up”, as a
attempt to understand complex phenomena “by stpgitnground zero” and by “letting the data themsglv
guide the growth and development of the theory”.
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3.3; cf. also Chapter 4).

Contextuality and complexity As Flick (2009: 15) points out, the opennesgjadlitative
approaches to complex phenomena is best suitethdting complexities in their contexts
and not in artificial situations. Thus, depth andltifaceted research objects are the very
domain of qualitative research. Many critical vaickave pointed out the limitations of
quantitative research approaches, when it comegtoring new and very complex aspects,
and language learning and teaching are excellemtpbes of complex phenomena. It can
easily be argued that the research questions poski$ study are too complex to be explored
only through quantitative data collection and asslyQualitative research seems here more
appropriate for achieving depth in these compled barely quantifiable aspects. From the
perspective of the current study, the researcleenrgern of guaranteeing complexity is
reflected in the researcher’s decisions (for exaosing open-ended questions) and in the
'breathing space' conceded to the participantdatiteir subjective perspectives.

Understanding the phenomerén “Depth, nuance, complexity, rather than surfagéason
2002: 65): going beyond the surface and the megeantifying level is another strength of
qualitative research. The epistemological principddind this approach is understanding the
phenomenon under examination. There is some dsagmet as to whether qualitative
research should describe rather than explain. Elick. (2008: 23) advocate “understanding”,
whereas others claim that qualitative research ldhtproduce explanations, rather than
claiming to offer mere descriptions” (Mason 2002cf/ also Oswald 1997: 73). The attempt
can be made to explain, but at the same time we nmastware of the limitations of all kinds
of actions in research; therefore, any claim mestdnsidered in its context, which does not
necessarily mean that the explanatory potentiaésdarch is diminished or must be excluded
beforehand.

In this sense qualitative research creates a tersad involves all participants, including the
researcher. For the present study this relateth@one hand, to the views of the partipating
teachers, and to the willingness on the part of rdkmearcher to understand experiences,
meanings, expectations and feelings that accomfg@anyeachers' professional development
as they are. On the other hand, the criterion mdéustanding’ relates to the reflexivity of the
researcher (cf. Flick et al. 2008: 20), which ranffem being explicit about her own prior
knowledge, expectations and all decisions in selgand designing the research project, to
striving to be open enough to guarantee that theesoof the participating teachers come

™ For this quality criterion of "Nachvollziehbarkeitf. Flick (2009: 384-385).
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through. As Steinke (2008: 324-6) cautions, aB thfluences the results.

To conclude, qualitative research advocated frosnbiéginning the ability to discover
“unknown aspects in known worlds” (Oswald 199774 9roviding “groundbreaking work”
(Glaser & Strauss 1967: 15). Because of its pakmnti discover new concepts that have
epistemological valug a qualitative approach was believed to be besitioned to help
discover in this study “a previously little rese#ed reality domaiff” (Blumer 1973 quoted in
Flick et al. 2008: 25; author’s translation). Theerwance of this procedure for this study is
reflected in the resulting theory, more specificall the empirical, data-grounded nature of
the theory that inform teachers and researcheratdimrely investigated aspects of teacher
professional development. Specific research desidein relation to lack of theory
development for teacher learning have been expidsefor example Wilson & Berne 1999:
203-4) and the present study is an attempt to bgfgain which teachers' characteristics
matter in teacher professional development, whyiamnehat ways.

3.2 The Context: Teacher Development Programmi&ommUNIkation

This study originates with the teacher developmprigrammeKommUNIkation This
project, ran from 2005 until 2007, started at tleadguage Center (at that time: FFP — Fremd-
und Fachsprachenprogramm) of the Ludwig-Maximilidsisiversitat Munich (LMUJ>. It
was funded by the Bavarian State Ministry of ScendResearch and the Arts and by the
European Social Fund and was intended to sustaineateachers of the Language Centers at
Bavarian Universities.

In its statement, the project explained its releearand pointed to an increasing need: since
the significance of foreign language competence ihaseased remarkably during the last
decades, language learners needed to be sustaitiegiri aspirations of availing themselves
of job opportunities on the international labour rkeséa and, as a consequence, this
necessitated adequate academic support.

The practical implications were twofold: on one thathey were manifest in the language
courses on offer at the University Language Centetich are characterised by a rapid
progression and differ in their nature from schiamiguage classes and from adult language
teaching as well. On the other, it also affected tbachers, who were to be intensively

2 Author’s translation.
3 Flick et. (2008: 24) speak of “erkenntnistheoxis Konzepte” and of “entdeckende wissenschaft”.
" “einen bislang wenig erforschten Wirklichskeitsiieh”.

5 The author was the coordinator of the Programme.
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supported with appropriate continuing educationniversity teaching, in order to be able to
stay abreast of continuous academic changes. Tas deemed necessary, as university
students at the University Language Centers arlmger primarily concerned with literary
texts and with scientific texts as well, but rathes required to cope effectively with authentic
intercultural situations, a competence which goegohd merely linguistic competence.
These demands unavoidably impinged on the langtegehers at the universities, who
needed to align their teaching to the needs ofstbdents and to accommodate the rapid
scientific advances in the domain of language teach

In recognition that the language teachers had beeerservetf up to that time, the project
aimed at supporting the professional developmentanfjuage teachers at the Bavarian
University Language Centers. The project offeredtemi@s developed specifically for
academic purposes for five languages (English, dfreitalian, Portuguese and Spanish),
together with a series of workshop sessions foversity language teachers. Teachers could
participate voluntarily, and a certificate was ageat as optional at the end upon completion
of various activities and written tasks.

Supporting these language teachers was thought &specially urgent because there were
not enough academic materials for the differentgleages and also because university
language teachers are neglected as far as thesjmovof training and development
opportunities are concerned. The initiative wasefwge a sort of local cornerstone for higher
guality issues in academic language teaching,n@ With the increasing demands posed by
the current European policies, the epistemologibainges in our society and the process of
globalisation (Jarvis 2004; Egetenmeyer & Nuissl@0

3.3 The Research Design

In designing the programme it seemed fundamentalstmme a constructivist perspective.
Constructivism sees people as active agents ansdscon the active role of the learners in
the process of learning (Vygotsky 1978; Lantolf &pel 1994; Lantolf 2003). From this
perspective, learning is the very personal accahpient of constructing one’s own
understanding and one’s own knowledge from expeeen the social context and relies thus
on the individual's responsibility. Constructivigpproaches to learning accentuate the ways
in which learners create their knowledge and thenlerstandings (Williams 1999: 12) and

consider it to be central to learning that learrte@some aware of their existing knowledge

®As some researchers note, professional developisentostly pursued as a private matter or as private
concern: "The majority of professional developmaemportunities are attended on a voluntary basiawess
& Pellegrino 2007, quoted in Stamoetial. 2010: 120; cf also Balboni 2007: 105)
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and schemataljd. 13). These fundamental tenets at the basis afdhstructivist perspective
on learning were thought to best suit the researtis of this study.
Two characteristics define the main features ofpfegramme: reflective and nonevaluative,
which are explained in the following. As for therfter, embracing a constructivist approach
to teacher development suggested adopting a mdtgyddhat takes into account the
professional role of the teachers and calls forefdective approach for all participants,
including the researcher. Reflection is constiwtiof in the professionalisation process
(Richards 1998; Richards & Lockhart 1994, Caldedh&Gates 1993, Zeichner & Liston
1987; cf. Chapter 2.4.4). In turn, the overall @@h of the programme was reflective,
encouraging teachers to engage in reflection aathae the assumptions that underlie their
practice and their thinking about their developm&iimilar to Richards (1998: 3; 75), also
Almarza (1996: 75) advocates a reflective apprdagbrofessional development: “preservice
Teacher Education should help teachers to be morecontrol of their professional
development and provide opportunities to approdwh grofession from a much broader
perspective than merely a method”.
As Maslow cogently explains (1970: xiii), learningan notoriously imply chaos,
disorientation and change in people; old assumgtare tested or adapted, and it can be a
difficult or painful process that may, for this sea, be avoided. It was not expected that
teachers would embrace every idea, theory or ifpuitrather that they have the opportunity
to reflect on themselves as learners and becomesavfaheir own stance in their field. As
Sendan & Roberts (1998) argue, the process of gsmheal development involves the
teachers in reflecting upon and restructuring tieas, finding their own ways to achieve a
clearer organisation of their personal theoriete¢cin Borg 2003: 89). The importance of
giving them the opportunity to reflect, detect angbress any conflictual issues was seen as
the most valuable goal of the KommuUNIkation prognaen
Accordingly, independently of the trainers and tbpics of the workshops, a ‘reflective
framework’ for the workshop sessions was developednsisting of distributing
guestionnaires before and after the workshops. Tiaeework supported teachers'
construction of meaning and knowledge throughpattite structure:

PHASE 1: > workshops> PHASE 2:
reflection before the workshops reflectioreathe workshops
The first phase was a 'motivation and orientatibase' in which it was considered important
to let the teachers step back in a reflective staarad become aware of their expectations,
motives and prior knowledge before the workshopgheThe second was a 'monitoring and

synthesising phase’, in which the participants a¢otgflect on themselves, on their
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experiences, on the learning gains (or on possitoleflicts) and so systematise their
experiences and their knowledge.

The second main feature of the programme was nbreuee: the focus was on supporting
the learning process rather than looking at legrproducts. Observations of the teachers in
their practice in the classrodfror other methods of validating data that mightehasunded
“evaluative” to them were intentionally omitted, &void teacher “anxiety”, as testified in
Hahn (2007: 24).

3.3.1 The Research Process

It is important for qualitative research to documnieow the theory emerged (Glaser & Strauss
1967: 27; Steinke 2008: 324). My interest in thigit originated from personal and
professional interests and from my own experiermsea language learner and as a teacher. |
had always been fascinated by teachers who weee tabinotivate their students and had
always looked at teachers and wondered what makes be competent and professional. As
| began to read about research on teachers angetedevelopment, what became strikingly
clear in the literature was how diverse teachens losa. When | began my job as the
coordinator of the Programm&mmuUNIkation | had already read some publications about
teacher development. It was obvious, if not manmgator me as a coordinator to reflect on
what the programme would mean to the teachers endithcould benefit them. In this way,
many questions arose when designing the prograrhm&sumed that workshops might be
seen as a symbolic place of change and that Wichakl beliefs existed, they would probably
be influential when teachers encountered new idptihg professional training.

At that time there was no intention on the parthaf researcher of beginning a PhD project,
but it was deemed very interesting to explore isnaall scale study what the impact of
teachers’ beliefs was. pre-postquestionnaire was considered an appropriate methdbis
sense, the design of the questionnaires was indepéenf a PhD project, and would probably
fall under “Action Research®,

An important factor that influenced the researahethe design of the questionnaire was the
time restriction: the participants had to fill inmrse mandatory forms (due to project funding)
at the beginning of the workshops, which would téletween 5-10 minutes to complete.

Consequently, the issue of appropriateness withpertsto the length arose: adding another

" Even then, serious doubts are cast on observamhées in the classrooms as an objective measecaube
the observer is not free from personal theorielefseor more or less implicit expectations thatyrfitier, and
thus influence, the observation.

"8 Cf. Chapter 2.5.
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form would increase and surpass the expected loatthe participants in an undue manner.
For this reason, a very slim questionnaire wasgtesi, with a minimal amount of questions,
for which filling in the time would not exceed 5 ) minutes. Nevertheless, time still
constrained the scope of the data that could bergesd.

Over time my research interest remained focuseachers as learners, but shifted from the
role of teachers’ beliefs to the ways the teachapproach their own professional
development. When | began the PhD, | decided tlol lmyggon the small scakommUNIkation
project and entered the second phase of this wsstudy (cf. Figure 3.1). Because of the
brevity of the answers in the questionnaires, BWup measure seemed necessary. In search
of an adequate technique to help reconstruct tesichigproaches and their subjective theories
(Groeben et al. 1988) about professional developmeome considerations were
fundamental. It was thought important for the mgpaints to illustrate their answers in free
forms that would bring to light their implicit agsgptions. It became clear that we had at our
disposal only indirect ways of uncovering theirsgyms of relevances” (Schutz 1970). It was
also important to rely on techniques which coulgilgabtain the consent of the participants,
in other words techniques that have the commumeatalidation of the method (Flick 2009:
156).

In this sense, the familiarity of the participartsth the technique was considered an
important advantage. Flick (2009: 160) warns addhesirritations that methods can produce
due to the non-standard nature of the procedureshwhight hinder unplanned issues from
surfacing. This would be a big loss, for we attenagst qualitative research approaches strive
to do, to arrive at unexpected results (Glaser &u&ts 1967) and attain an abductive stance
(Reichertz 2008). In light of all the consideraso@bove, and in order not to jeopardize the
naturalistic nature of the setting implied in gtatlve research, the widely spread “interview”
was thouhgt to be an adequate technique for thidystOther reasons why the interview
method was chosen were that interviews are not oty flexible and sensitive tools (Kvale
2005: 11), but also because, as time went by anile wbhading the responses to the
guestionnaires, my research interest changed, dhdr questions stood out in relief
(specifically the teachers’ contribution to themfessional learning). Interviews appeared to
be adequate instruments to tap into their agendyt@mvestigate the way teachers construct
their ‘professional self’ and shape their own l@agmprocess.

Looking generally at the responses to the quessioas (Research Phase Il in Figure 3.1),
unrelated categories and properties emerged, teeante a guide for the further data
‘generation’ and development of a loose structdrguestions for the interviews. Looking at

the data without a specific aim of verifying a the¢Glaser & Strauss 1967: 40), there was
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enough space for “discovering noveltyibifl.40) and unexpected aspects, which Kvale &
Brinkmann (2009: 112) consider in line with the pase of an exploratory study.

It was as a result of the interaction with thetfdata from the pilot interviews, the subsequent
interviews with the teachers, the literature arel ¢bntinuous reflective process on the data,
that basis for the data analysis originated (RebkeBhase Ill in Figure 3.1) and the process
of data analysis began (cf. Chapter 3.5.4). The levh@search process, graphically

represented in Figure 3.1, has a qualitative caiteon.

Previous
knowledgt
@ Observation/ personal experiences
Reflection J
Research Questionnaires
Phase I. . .
>>First Research Questic
Interaction with
literature Responses to the
questionnaires of the
_ programme KommUNIkation
Elaboration of the
follow-up RQ
Interviews & New Research
Research Questions
Phase II.
Reflection Data generation
Interaction with literature )) Interaction with first data
Research Basis for data anaIyS|s
Phase IIl. >> Coding

Fig 3.1 - Graphic representation of the researolkgss
3.3.2 Background knowledge of the researcher

Research is in my view a self-generating discoudssas, hypotheses and research questions
do not originate in a vacuum. It would be naivehimk of the researcher as a neutral “eye”,
without any assumptions or hypotheses. Instead, ntore realistic to view researchers as a

point of confluence of personal ideas (assumptibeiefs, etc.) and external views, such as
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those expressed in the field at hand, in this gphexrase in the discourse on professional
development. Thanks to this self-generating dissewe can advance, as “dwarfs on the
shoulders of giant$®. For this reason, it is nearly impossible to apploresearch without
any sort of background, indeed we do have somengsfns, or questions, or even
intuitions, that emerge and evolve through theradigon of a number of factors and
influences. The very fact that we focus on a t@mid design questions in a questionnaire or in
an interview indicates that we definitely have thlois guiding us in certain directions, based
on ideas (questions or intuitions) that have sosfegionship with past research achievements
or results. As we can read in Mason (2002: 20)efoftjualitative research will use existing
literature or research as a background or springlbfoa launching their own research in ways
which connect it with current debates”. Meinefel@$95 quoted in Meinefeld 2008: 269) too,
argues in this regard that

“insights about social phenomena do ‘not' emergetlogir own, they are the
constructions of researchers from the beginning Bine idealisation of the
‘unprejudiced’ researcher occasionally found inlgatve methodology [is] not
epistemologically tenabl® (author’s translation

He explains further that this idealisation is ad®dvith the core purpose of qualitative
research. In addition, the very act of transformiovgrarching research questions into
interview questions is a way for researchers ofstroicing and negotiating their views with

the participants, who can be seen as co-researchers

Bringing all these voices together is the challeofjhis (or any) research project. In a certain

sense, the elements of the hypothesised Professioenelopment Competence (PDC)

emerged as a result of these interactions
Researcher’s
voice

Teaphers’ ' / -|\ /L Literature
pa.rt|C|pants discourse
voices

Professional Development Competence Hypothesis

Figure 3.2 — PDC as result of an interaction preces

" Famous metaphor attributed to Bernard of Chasnekalso used by Isaac Newton.

80,,Erkenntnisse Uber soziale Phenomene «emergierait aus eigener Kraft, sie sind Konstruktionen des
Forschers von Anfang an. Die in der qualitativentiMedologie gelegentlich zu findende Idealisierurey d
«Unvoreingenommenheit» des Forschers [...ist] erkestiteoretisch nicht zu halten*.
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3.3.3 Research Questions

The research questions changed over time, in uttera with the data and with the
researcher’'s unavoidably increasing knowledge an ghbject. This is in line with the
characteristics of qualitative research. Initiattye beginning conceptual framework that was
informing and guiding the research questions asbtb focus on investigating whether the
workshop sessions fostered professional developr@sgerved only in teachers’ statements,
not in their teaching practiceand investigating the impact of teachers’ beliéfster, the
focus shifted to the personal contribution of tleachers to the development task. As
described in Chapter 2.7, it was hypothesisedtti@mexpectations placed on teachers imply
tacit demands, which might possibly involve onecHpe competence. It was from this
hypothesis that the fundamental question arose:tVdha the essential features of this
competence? This is not directly discernible, afirse. As the teachers of the present study
shape their own learning process on the basisliaddli-responsibility, and since autonomy is
hypothesised here as constitutive of this competethe pivotal concepts of autonomy were
tentatively maintained in the following operatiosation:

1. setting one’s goals

2. planning methods, materials and proceduresheae the goals

3. monitoring

4. evaluating the process

As a consequence, the following research sub-oqrestWwere posed:
What are the goals of university language teadcineiseir professional development?

What do they do in order to reach their goals?

During the process of data analysis, further qaastemerged, such as:
What strategies do the teachers utilise?

What roles do their goals play in the developmeotess?

Which factors influence their goal-setting and thsvelopment?

What teacher profiles can be observed based ongbals?

3.4 The Participants

Of approximately 250 teachers at the Language @eriprachenzentren) at the Bavarian
Universities about 120 took part in the programm8cattended more than one workshop
session, some only a few or only one. Of the taactiat attended more than one, 10 were
chosen (cf. Chapter 3.5.3 for the criteria) and@cted for a follow-up interview.
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A preliminary remark should be made regarding #ipes$ of positions the teachers hold. Two
are the possible positions for university languagachers working at the Bavarian
Universities: either they are “employed” or theg 4reelance®..

'‘Lehrbeauftragte’ is the term used to refer to thdsachers who work for the university
without being employeéd. They are fleelancers and self-employed peopl® inha certain
sense, could be considered suppliers of a séfvidecording to the GEW, freelancers take
over up to between 25% to 50% of the universityrses. This form of self-employment is
defined in the Bavarian Higher Education Rceccording to which the freelancers are in a
public-law employment relation to the institutidDne of the conditions of this work relation
is the maximum of hours (= 8-9) that have beenbdisteed as a limit for the free-lancers.
This detall in itself does not support the develepimof a sense of the profession in these
teachers.

As regards the requirements, among the languagartdegnts there are some differences:
some teachers, mainly the English teachers, ushal specific qualification for teaching
English as a foreign language to adults (such Rgpma in English Language Teaching to
Adults DELTA) or other teaching qualifications ($uas Postgraduate Certificate in
Education PGCE) when they are hired at the unityersior other languages a university
degree is mandatory, but a specific qualificatiodanguage teaching is not required. As a
matter of fact, in these cases these teachers mdy and teach according to what Johnson
(2009: 41) calls “native speakerness”: in ordetetich the language it is enough to be a native
speaker, “if you can speak you can teach”. They mtitagrefore lack the necessary
competences to carry out the teaching task addgueatd, as their experience increases, may
feel the need to receive specific support in magpects, such as teaching methodology,
information technology, etc. This concise desaniptof the teachers' situation underscores the
overriding reason why professional development dppdies are relevant for them, also
manifest in the expressed desire of the languagehéss in this context to become more
professional, and in the gratitude of these teachdren projects, such &mmUNIkation

are designed to support them.

81 Egentenmeyer (2010: 39) also lists the alternatia/&volunteers” in the field of adult education.
8 |t corresponds to the American Adjunct Professor.
% The advantages and disadvantages of being selbgetpare detailed in Collrepp (2011: 2-5).

8 GEW: Gewerkschaft Erziehung und Wissenschaft, an@etrade union which corresponds to an Education
and Science Workers’ Union.

8 Hochschulpersonalgesetz BayHSchPG Abs.lIl Art331and Lehrauftrags- und Lehrvergiitungsvorschriften
fur die staatlichen Hochschulen LLHVV § 2 Abs. 2. 2
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To further characterise freelance university lamgguteachers, some other major differences

are listed below, and contrasted with languagehieracat schoo?&

School L2 teachers Freelance L2 teachers

- Formal training (theoretical ar- No formal teacher training before teaching
practical) before teaching and on | on the job requiréd (however, some variatiq
job required in the required teaching qualificatio
depending on the language department
possible, as for English)

-  Permanent employees, sta - Freelance, no stable position (no insurance
position, tenure, assurance, retiren| retirement arrangemenity

arrangements

- Typically one job - Many jobs (not necessarilyteéaching)

- Teaching pupils - Teaching adults (undergraduate, grad
students)

- Living in their own culture - Have left their own culture/country

- Good salary - “at the bottom of the earning scale” (citat

form one of the participarfty = low pay

Table 3.1 Freelance university language teacharsasied with language teachers at schools

A short profile of the teachers who participatedL(3 in the interviews showed that they:

- had a different L1

- were mostly freelancers (n=7)

- all held a university degree

- as the only current, professional support availathey may take part in the events
organised by local publishing houses

- patrticipated on a voluntary basis in the workshapd in the interviews

- had left their home country/culture and live in any either temporarily or permanently
(if they are employed or have created their ownilfaitihere, then they have become

German residents).

% The professional development of language teaditesshools is not the focus of the current studyickvcan
not investigate whether their development unfoids/ays that are similar to that of their universitlleagues
or whether teaching qualifications, language stétesching their mother tongue or the L2) or thackéng
context make a difference. Likewise, the study ndlt focus on the difference between universitgheas and
school teachers. It is possible to assume thae ther general aspects, which could apply to mamgulage
teachers, independently of the context in whicly thet, but this is only an assumption at the momenat
would deserve further attention in follow-up stugdie

87 Dissimilarly from other contexts, such as Americaimiversities, there are no beginning training or
compulsory methods classes for new instructorsethe-job training required at the LMU.

8 Regarding salaries and social security, the warkianditions of adult educators are unsatisfactorgnost
European countries, as Egentenmeyer points out0(28Q). Other unfavourable conditions under which
teachers work are also mentioned by Pennington5(123B).

% This resonates with another account in the litgetsuch as the feeling of being “the lowest an lttider”
(Johnston et al. 2005: 61).
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In terms of teaching experience there was a higjtegeof variation, ranging from 7 to 30
years of experience.
The following table shows data regarding the pgrditing teachers, listed in alphabetical

order according to the codes assigned:

Code | Female/ Position Language Years of Interview
male F=freelance, taught teaching date
P=permanent experience
AS54 F F English 10 Pilot, 13.7.0P
and 2.2.10
B282 F F English, 15 11.2.10
German
D243 F P German 19 12.11.09
1312 F = English, 15 14.11.09
German
J106 F F German 7 16.11.09
M96 F F Polish 9 6.12.09
M171 F FIP Chinese 10 11.11.09
N51 F F Italian 20 19.11.09
N95 F P Dutch 30 19.1.10
P73 F F Spanish 13 22.12.10

Code information: The first letter was automatigadjenerated from the questionnaires; the
number refers to the number of the first questian@enassociated with each teacher

Position refers to the type of position (F=freelan®=permanent)

Language taught refers to the language (or langsaggught by the teachers

Table 3.2: List of the teachers who participatethminterviews (= 10)
The table indicates a multifaceted profile of treadhers, who differ in age, teaching
experience and cultural backgrodhdwith some exceptions, none of the teachers began
language teaching with specific teacher trainingeyrall arrived to teach from different paths
or “from the back door”, as teacher A54 formulaigdthus lacking the basic teaching

competences, and were forced to acquire them an dha. Significantly, one participant

% Teacher 1312 is the owner of a language school.

L Intercultural issues will not be addressed in ttisdy, although | acknowledge that culture govesns
behaviour and “establishes for each person a cbafeognitive and affective behaviour” (H.D. Brow894:
164). Despite the pervasive character of cultudeanning, this aspect goes beyond the focus anddbpe of
this study.
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(teacher A54), labeled herself and her colleaghessewife teacher#

3.5 Methods of data generation

One first consideration about the term that waslusagree with the use of the term ‘data
generation’ suggested by Mason (2002: 51-2) instéathta collection. Method is intended
here, as Mason illustrates, as more than a prattichnique or procedure for gaining data. It
implies a process of data generation which invoiwesllectual, analytical and interpretive
activities:

[...] the researcher is seen as actively construdtimgwledge about the world

according to certain principles derived from théstgmological position. [...] as a

researcher you do not simply work out where to filath which already exist in a
collectable state. Instead you work out how best gan generate data from your
chosen data sourceghif. 52)

From this point of view the data are not collectasl,commonly mentioned in research, but

are “generated”:

If you start thinking in terms of this distinctidretween data sources and methods
it does not mean that you are seeing data ‘ouétlasran already existing stock of
knowledge, ready to be collected and independenyoafr interpretations as
researchersil{id.51)

Concurring with Mason then, the term data ‘generatirather than data ‘collection’ is

preferred in this study precisely because it isnsattral:

My use of the term is intended to encapsulate thechmwider range of
relationships between researcher, social world,dad which qualitative research
spans. | think it is more accurate to spealg@feratingdata tharcollecting data,
precisely because most qualitative perspectivesldvoeject the idea that a
researcher can be a completely neutral collectanfoirmation about the social
world”. (ibid. 52)

The questionnaire is the first research instrumesdd in this study; the second was the
follow-up interview. Both, as research instrumeri®e operationalisations of the constructs
the study intended to explore. The process of desygthem is “notoriously difficult” (Nunan

& Bailey 2009: 128) and is documented in Chapt8r13.The period of ‘data generation’ for
this study spans five years, from 2005 to 2010.

First phase™ - The present study adopted a survey approack asiuestionnaire distributed
to the teachers who took part in the workshop eassof the Teacher Development Program

KommUNIkation.The answers in the questionnaire were transcribedl then analysed

92 As she elaborated on later, by this she refethedact that she and her female colleagues veendbllow
their husbands to a foreign country, giving upttlesvn profession and that, despite this, theydripuild up a
new professional competence as language teachers.

% Cf. Figure 3.1 The research process.
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qualitatively.

Second phase Some of the teachers who had completed the ignasire were contacted in
the second phase of the research project for awealip semi-structured interview that was
audio-recorded, then transcribed in full and aredygualitatively.

In the following, the appropriateness of the instemts will be briefly discussed and then the

design of the questionnaires and the interviews.

3.5.1 Appropriateness of the methods

In this section the extent to which the methodsseho(questionnaire and interviews) for this
study were considered appropriate will be discus3ée reasons why these methods were
appropriate for this study are explained, after tihe of them are briefly described. Some
potential drawbacks are then also presented.

Both, questionnaire and interviews, are very comased in researéh Questionnaires are
usually employed in the quantitative standardisgzk tof research, mainly based on pre-
determined hypotheses and aims and a pre-definezepton of the research object (Flick et
al. 17). The order of the questions and the rarigmswers are primarily pre-specified. What
is characteristic and also relevant in the desiigth® standardised questionnaires is usually
the utmost control the issue under investigatiorgn attempt to restrict variables (Flick 2009:
474).

The limits of questionnaires exist firstly in theiesign and in the fact that the questions are
based for the most part on the previous knowledgbeoresearcher, in other words, in line
with Meinefeld (2008: 272), they restrict considdyathe provision of information which
would go beyond what the researcher had anticipatedeemed relevant. Another major
limit, secondly, concerns the responses that thheynpt. Closed-end questions indeed keep
the variables involved in the issue under studystamt and controlled and allow
quantifications (Gass & Mackey 2007: 152); theytries however, the range of answers. To
minimise these limits (cf. the criteria for chosiagjualitative approach Chapter 3.1.2), in this
study the questions in the questionnaires requi@eh-ended answers, thus allowing the
participants to answer in an openly candid waysTesulted in less predictable responses,

but at the same time the data benefitted from tilde vange of individual thoughts expressed.

% Socrates used dialogues as a method to developléaige, and other scientists like Freud, Piagetramo
others, based the empirical evidence of their sgidin their use of interviews, as Kvale & BrinkmgBa09:
9) remind us.
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Regarding the interviews, depending on how therwae is carried out and on how the
relationship with the participants is establishibgy can “look like” conversations: Kvale &
Brinkmann (2009: 15) speak of “closeness to everydanversation”. As such they share
some common traits with authentic settings. AltHolgale & Brinkmannipid. 8) remind us
that interviews have not always been taken for tghas a popular form of social practite
interviews are now gaining momentum in research agethod of obtaining knowledge from
informants to the extent that interviews have bezqarvasive and “we live in an interview
society” (Atkinson & Silverman 1997 quoted in Kva8eBrinkmann 2009: 12). As regards
this study, according to my general experience a@asd considering some accounts in the
literature, teachers are usually big communicatans| are usually very glad and willing to
talk and share. Moreover, teachers are accustoonefiécting on complex issues verbally.
However, the main reason why using interviews wassitlered appropriate in this study
refers to the opportunity to approach teacher agreéent through the lenses of the
participants, through their interpretations andirthexperiences, in short through their
‘meanings’, assuming, with Shank (2006: 5), thaldgative inquiry is a form of "systematic
empirical inquiry into meaning”. The rationale wgdfold: first, our individual perspective as
researchers is incomplete and must be compleméytether meanings, second, we need to
complexify our perspective to avoid shallow simphbtions: “rather than applying
simplifying moves, we are the sort of empiricaluirg@rs who want instead to develop a more
complex picture of the phenomenon” (Shank 2006: Thus, focusing on the sense that
professional development has for the teachershein attitudes and emotions, allowed us to
come closer to what participants think.

Another additional reason to adopt a qualitativprapch is because of the small number of
participants, which would hardly allow for a quaative conclusion.

It is nevertheless worth pointing out the potenpdfalls of interviews and questionnaires.
Both are_indirect measures of cognitive operatidbken it comes to such complex cognitive
processes like, in this case, the articulationeaichers’ learning or teachers’ opinions and
beliefs, interviews and questionnaires can onlyeséo approximate the phenomena under
study, and we must be aware of their limitatiorcaution is thus mandatory.

In addition, the “closeness” of interviews “to eygay conversation” can be seen as illusory
(Friebertshauser 1997: 371; Kvale & Brinkman (2009). Some of the main differences

between conversation and research interviews haee pointed out, that, for instance, an

*In the early years of journalism, interviews weneéded perceived as a somewhat "dangerous" and @hmor
practice (Kvale & Brinkmann 2009: 8).
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interview

“comes close to an everyday conversation, but gefessional interview it has a
purpose and involves a specific approach and tqaknit is semi-structured [... ].
It is conducted according to an interview guidd foauses on certain themes [... ]
is usually transcribed” (Kvale & Brinkman 2009: 27)

Thus, Kvale & Brinkmanibid. 33) warn against regarding interviews as a “cobeptgen
and free dialogue between egalitarian partners’e Tésearch interview is a “specific
professional conversation” that has “a clear poagmmmetry”. Although the intention in this
study was not to exert power, this asymm®tgould not be eliminated. As this issue was
considered, every effort was made to reflect on #mdninimize the consequences, for
example, by behaving naturally as a colleague eftéachers on all the occasions when we
met.

An additional remark should be made regarding titerviews as tools for researchers: it is
through the interaction with the interviewees tkabwledge is created, in fact we (the
researchers) do not discover the meanings (agyfwere hidden in the participants), and we
come to know some aspects of their professionatldpment together, while engaging in the
conversation. From this angle, Kvale & Brinkman {20 17-18) interpret interviewing as
“social production of knowledge”: “In the interviewnowledge is created “inter” the points
of view of the interviewer and the intervieweabid. 123). In this sense, we are both,
interviewer and interviewee, creating knowledgeetbgr and are thus “co-constructors of
knowledge”, as Kvale & Brinkman point oubid. 18).

Keeping these caveats in mind, we can still recgnwith Almarza (1996: 75), the
importance of interviews: “Interviews have provenlie invaluable in exploring teachers’

knowledge by providing evidence that teaching isertban observable behaviour”.

3.5.2 Questionnaires

Questionnaires are “written instruments that presespondents with a series of questions or
statements to which they are to react, either bgingrout their answers or selecting from
among existing answers” (Brown 2001, cited in NuBaBailey 2009: 126). They belong to
the psychometric tradition, but in this study thes@s no intervention, as in experiments, by
manipulating variables. The attempt was to dedmgndquestionnaire so that it could capture
the relevant information and elicit teachers’ idaad attitudes, without influencing the data.
The sampling occurred on the basis of a “convemrie(af. Patton 2002 quoted in Flick 2009:

122) procedure. All participants in the workshopsssens were chosen as the “nearest

%As researcher and coordinator of the programme Koitkation.
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individuals” (Nunan & Bailey 2009: 128). It was assed that this population was a
representative sample from the teacher populat®m avhole, at least with regard to the
“motivated” teachers who were voluntarily takingtpa the workshop sessions. The sample
IS not representative of “all” language teachershiat the results cannot be generalised and
extended to the “unmotivated” teachers who didpasticipate in the program.

The questionnaire (see Appendix 1) began with bipigical data, asking which foreign
languages they have learned, which language thashtand how long they have been
teaching it, which kind of courses and how longytirave been teaching and what other
teacher training they had already attended. Twoaecwith questions to answer before and
after the workshops followed.

Despite the practicality of using closed-itéfhéNunan & Bailey 2009: 130), open-ended
guestions were chosen as more appropriate in omteto influence the participants. Being
interested in their ideas, and as their true arsware desired (Neuman 2000 as cited in
Hahn 2007: 62), standardized questions were avSidéthereas the disadvantage of closed-
items is that respondents tend to “rush throughuestpnnaire and simply mark all the
positive options without really thinking about theontent” (Nunan & Bailey 2009: 135), the
disadvantage of open-items is that some respondentd be annoyed by being compelled to
reflect.

The questionnaire was distributed among the ppdids according to @re-post mode
(Freeman 1996: 32 speakspe-postquestionnaires) in which the participants fillag the
first part before the workshop began. The second was completed at the end of the
workshop sessions and the questionnaire was tHiectea on the same day.

Although the questionnaire as a survey method lysuelies on statistical generalisation
(Nunan & Bailey: 174), in the present study it wast used for quantifications or

generalisations.

The design of the questionnaires
The questionnaires consisted of twenty questiomeich were all open-ended and for which
there was no right or wrong answer. The questiotts A were asked prior to the workshops,

whereas the questions 10 to 20 were distributent #fe workshops.

" Nunan & Bailey (2009: 130) report quick respondasither advantages for the researcher are theateyr
comparability for data analysis, greater unifornaityd greater reliability (Mackey & Gass 2005 citedNunan
& Bailey 2009: 137).

% Through answering open-ended questions people‘earess their own thoughts and ideas in their own
manner” (Mackey & Gass 2005 cited in Nunan & Bak®p9: 137)

% All the questions are in the Appendix 1.
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The questions pre-workshop were conceived as aanadvorganizer and as such sought to
“tune in” the participants to the task by directihg participants’ attention to some aspects of
their own learning, such as teachers' prior knogdedelevance of the topics for them or
expectations. These basic questions on what theseomas going to be about, what their
reasons for attending the session were, and wileat éxpectations were, were considered
fundamental. There is notable evidence of top-dopmocessing from research on
comprehension processes: learners’ goals, know|dujiefs, plans and expectations play an
important role in determining how to interpret wheg perceive (Rumelhart 1977; Woods
1996: 85). The importance of activating prior knedde is also echoed in Oxford (1996: xi)
“Learning strategy investigations within and ougsithe language field have shown that
effective learners actively associate new infororatwith existing information”. For this
reason, in the questionnaires the teachers wemrdaskexpress what they knew about the
topic and to explore their beliefs and reactiomsprder to support them in making their
personal frames of reference explicit, or extemiradj their own personal theory.

The questions post-workshop had the purpose totsenthe teachers towards ‘scanning
oneself’, considering any benefit from the workshi@pd taking stock of the situation. Some
of the questions may sound obvious, as the follgwine: “Why is the topic relevant to me?”.
The questions indeed rely on insights from thediiere according to which many learners are
not aware of their own learning (Go6tz 2006: 14)rtker, Flavell underlines that adult
cognition is very often of “shockingly poor” quali{Flavell 2002: 168). On the whole, the
answers to the post-workshop questionnaires wemne p@sitive and enthusiastic. The great
majority wrote that they had learned and were thanfor the opportunity to attend the
workshops.

Overall, all the questions were intended to bes#esers’, i.e. to render the teachers sensitive
to their professional learning and to their actweatribution to it. The questions had a meta-

cognitive accent in that they were awareness-mighe focus in the questionnaires promoted

self-awareness of the learning process). Despg@asisumed usefulness of the questions, it is
worth noting that this pause to reflect may notegtsrbe welcome by all the teachers. Some
of them could feel it tedious to pass oneself inaw after a busy day or in the middle of the
semester, and some teachers could likely feel ufwtable with it° Furthermore,
forethought, planning, and proactive performance “anentally and physically demanding

activities” (Zimmerman 2000: 31).

19 Tediousness is also reported in the literatureomes factor that interferes with the fundamentak tag
monitoring one’s progress towards one’s goals (Gey2001: 30).
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3.5.3 Follow-up interviews

In the case of the interviews, the criteria behimel sampling are presented in turn below and
relate to 1. requirements, 2. methodological camce3. pragmatic reasons. As for the
guestionnaires, the author cautions that alschiiiriterviews the sample is not representative
of “all” language teachers and in this sense tkalte cannot be generalised.

1. As for the first criterion, i.e. the requiremefas choosing the teachers to be interviewed, is
based on two essential aspects, such as havimglatte&s minimum of two workshops and the
willingness to participate in the interviel’s

2. The methodological concerns refer firstly to thémaof pursuing "qualitative
representation” (Kruse 2010: 82-84) in the santpbe.the interviews | proceeded on the basis
of a “purposive sampling” (Flick 2009: 122-3) tladlows to achieve theniaximal variatiofi
(Flick 2009: 122 quoting Patton 2002), choosingv'fmases but [...] as different as possible".
Leaning on Schitz (1974), Krusei¢l. 83-84) argues that when selecting the participamts,
choose from an heterogenous whole (Grundgesaméraitinake a conscious choice of cases
(Bewusste Fallauswahl) that represents the heteeityeof the original sample. He depicts
this procedure graphically (Figure 3.3) and exdimat the principle of maximal structural
variation is an important criterion in qualitativesearch that guarantees it being potentially
representative. This maximal variation was achieuedthe current study by choosing

participants with different L1s and different teauhsituations (teaching different L2s).

Bewusste Fallauswabhl

Figure 3.3 Qualitative representation in samplirgodrce: Kruse (2010: 83)
Secondly, further methodological decisions relat¢he interview type. The interviews were

semi-structured in the sense that some relevaasarse concern or concepts that served to

investigate how teachers contributed towards tlmun development were previously

1911 contacted only ten teachers, and all of themevieppy to participate.
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annotated in a short list (cf Appendix 2-3). Howeube researcher was not constrained by

the list because this was new territory and thevars could have gone in any direction. In

this way the researcher employed the instrumera ffexible way, free to ask unplanned
guestions and to pick up on unexpected issues whkene was considered relevant or
necessary in the course of the conversation. Tieeview was structured in five sectidffs

| — Warm-up, questions on the current personalgsabnal situation (how many hours they
work per week, what kind of position they havejitheaching experience in years)

Il — Questions about their experiences in teadata@ning (training they had before beginning
language teaching, current professional developm@pport available, perceived need of
training)

Il — KommUNIkationWorkshops (reasons for attending them, expecttievaluation of the
learning benefit)

IV — Teacher Development (what goals they haverdigg their professional development,
what they find useful for their professional deyeteent, how they think that teacher
training may influence their development)

V — Teaching (factors that effect changes in themching, perceived development in
teaching, how they see their role as language ¢esclthe most rewarding aspect of
teaching for them).

Although the questions followed the areas of irgemefined previously, they were used

flexibly according to unexpected issues raisedheyparticipants themselves.

3. Finally, pragmatic reasons affected the samplirecgdure too. A plurilingual approach

was deemed pertinent, with respect to which langustgould be used for the interviews.

Many reasons affected this choice: the wide rarfgeloof the participants (including the

teachers and the researcher) required a flexilgeoaph, based on them feeling comfortable,

i.e. the effort to maintain a pleasant situationtfe participantS°. For example, some of the

interviews were conducted in English for pragmagiasons: for the majority of the teachers,

German is a foreign language, with different degreé proficiency; moreover, to avoid

misunderstandings and to have a common platform clmmmunication, English was

192 cf, Appendix 2.

193 That participants feel comfortable is an importariterion in qualitative research. Mackey & Gag6(Q5:
174-175) make this qualification explicit under ithécaveats" when interviewing. In line with thigjick
(2009: 170-173) considers some key points to "eraagjood atmosphere" during the interview and Buen
it, such as avoiding bureaucraticity or rigiditiposving sensitivity to the concrete course of therview and
the interviewees.
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considered a good resource, as it is currentlyobskeed as a Lingua Fran€a However, the
teachers were still asked beforehand how comfatéiky were in answering in English.
When they were unsure, the interviews were conducie mixed mode: the questions were
in English, but they answered in German (in one dtadian), in one case the questions and
the answers were only in German. A further reasoadbpt such a flexible approach derives
from the fact that the concern of the researchegtds not the linguistic competence of the
teachers but to uncover their meanings with resjpeitteir own professional development.
The questions were for the most part open-endetl tfa researcher took some short notes,
while audio-recording the answers. For two itenefefring to which activities they thought
useful and easy /difficult), a number of optionsrevanticipated on a sheet of paper, but
where a list of options was given, a blank spacdrie answers was always left, so that the
participants had the possibility of adding someghthat was not in the list of options
provided. The need to anticipate some answersickioff boxes) originated in the pilot
interviews, due to the fact that the answers tedhmen-ended questions required a long time
for the teachers to come up with ideas and wermdatoo much time (one pilot interview
lasted more than 90 min. and the questionnaire as#te time had only half of the questions
compared to the final version).

The answers in the interview required ‘delayediagpection (recalling mentally thoughts or
facts related to their past teacher training/dgualent experiences) and introspection, defined
by Nunan & Bailey (2009: 285) as the “process o$esking and reporting on one’s own
thoughts, feelings, motives, reasoning processes,naental states”. Both can be seen as
forms of self-report, which is controversial, asn&operations “may not be available for
introspection” (Nunan & Bailey 2009: 300) and alsecause they may depend on the
verbalisation competence of the participants. Sah¢he teachers in fact did not seem
accustomed to this kind of reasoning and might leacadditional difficulties in verbalising

introspection.

Validation of the interview guide

In order to get accustomed to the interview mettsmine pilot interviews (= %3° were
conducted with diverse colleagues from differeritosd types, who had not taken part in the
program. They served to learn how to narrow theugoand to increase the “situational
competence”, that, according to Flick (2009: 1%lJundamental to successfully carrying out

194 This is the term currently used to as a meanswingunication in English between speakers with chffie

first languages (Seidlhofer 2005).
195 The Appendices 2 and 3 contain all the versiorta@fuidelines, including the final version.
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interviews.

A pilot interview with one participant of the pr@gn made it clear that there were not enough
guestions, and that | had to add and to structugequestions more clearly. The interview
guestions also changed through discussion in tReseminar.

Conducting the interviews

All interviews were conducted by the researchere participants were asked which place
was most convenient for them. The majority (6 dut@ chose my office (which turned out
to be the best option in terms of lack of noisenterruptions), three preferred me to visit
them at their home and the one remaining askedong® to her office (this proved to have
some disadvantages, because we were interruptecatémes).

The positive attitudes of the participants, made\inole interview setting very easy for the
researcher. This was a clear benefit and also iboikdd to limiting a certain unavoidable
nervousness. The task of managing the “interpetsinaana” (de Sola Pool 1957 quoted in
Hermann 2008: 361) and of being focused, open #erdtave during the interview was thus
clearly relieved by the pleasant athmosphere tmatparticipants always contributed to. In
addition, because they knew the researcher alr¢laey could talk freely without feeling they
were talking to a stranger.

The course of the interview was characterised byeding phase, with explanations about the
purpose of the interview, the topics around whiod guestions revolved and the use of the
audio-recorder. They had previously received a#i thformation on the phone when being
contacted by the researcher who asked them taipate in the interviews. On that occasion
they had already heard about being audio-recorddchad given their consent. A couple of
them expressed their concern about not being abterhember much about the Programme
KomUNIKkation, but they were reassured that this naisthe goal of the interview. Instead, it
was considered very important to emphasise that olnn opinions and views about teacher
professional development were central in the stady, that, as such, there were no right or
wrong answers. They were obviously relieved by.this

The warm-up contributed very much to maintainingagmosphere free from anxiety for the
rest of the interview. The teachers were askedescribe their current job situation, to
express their general expectations about languagehér development programmes or
teacher training in general. From that they proeded elaborate on their opinions about the
benefits they felt they had frolommUNIkationand on their development over time.

At the end of the interview a shatebriefing(Kvale & Brinkmann 2009: 129) followed, in
which the participants were asked whether they edsio add anything (only three accepted
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this invitation, probably because the interviewsevguite extensive).

The duration of the interviews amounted on averagabout 90 minutes. The first pilot
interview with teacher A54 took one hour and a Halit the interview guideline was at that
time only a draft. She was contacted a second'tinehich took another one and a half
hours. In her case the interview took three hours.

All interviews had a positive course, were pleasard were characterized by a very friendly
attitude towards the researcher and the questiormé case a teacher took a very long time
to answer all the questions and in another casthanteacher did not seem as relaxed as the
others, but in both cases their openness and wiléas was manifest). In all cases their
seriousness, their openness and desire to exphessselves freely and honestly were

impressive.

Post-interview script
After the interview was conducted, relevant infotima was annotated for each interview,
regarding place, time and duration of the intervimemments about any incidents and

impressions about their willingness, openness #itdde and about the global atmosphere.

After having described the methods, the followimgt®n offers a documentation of some
aspects of the process of data analysis for thibyst

3.5.4 The process of data analysis

The data gathered consisted of the participantstatten entries in the questionnaires, and
audio-recorded answers from the interviews, bothmewteanscribed. The interviews were

audio-recorded, using a digital voice-recotferThe interviews conducted in English and

German were transcribed by mother tongue speatesgectively English and German, and
the correspondence of the transcription with treomged interview was then verified by the

researcher. One interview that had been conduatdihlian was directly transcribed by the

researchéf®. Each interview resulted in a transcription ofamerage 10 double-sided pages.
The longest interview was 20 pages long. As almbshterviews were conducted inside, the

noise was largely reduced, so that only very fesspges were not comprehensible.

The following documentation of the process of datalysis examines the aspects of the

1% Our schedules were so full that she suggestedgdtiie interview on the phone. This proved to be
unproblematic.

97 The one used was a Olympus DM-20.

198 \Whose mother tongue is Italian.
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coding design and the transcription of data.

Coding design

The analysis of data began when developing anchgdtie first pilot interviews (n = 5) with
teachers who had not participated in the programand, continued until the final research
questions and the guideline for the semi-structurtstviews were produced.

The process of data analysis was inevitably a btgrakductive and inductive categories. As
Kruse (2010: 227) illustrates:

Auch wenn man nach dem Verfahrensprinzip der “GdednTheory” arbeitet
(bottom-up gesteuerte Auswertung) [...] verfolgt mAnalyseheuristiken, mit
denen man die Analysearbeit strukturiert. Dieseerntigren sich an den
Forschungsfragestellungen und an die Gesprackisleitf Eine vollig
“voraussetzungslose” Analyse ist niemals gegeberauch nicht moglich.

The categories were initially influenced by “seissily concepts” (Blumer 1954; Bowen
2006; Flick 2009: 12), derived from the literatumed unavoidably reflected in the research
questions. The term refers to concepts “that sugdjesctions along which to look” (Flick
2009: 473) and are “required” to approach the igsugger studyibid. 12). They therefore
initially helped to guide the analysis. However, th® process of analysis began, the
categories were developed inductively by focusing the concepts and the meanings
emerging from the data. Grounded categories thelved, as that they were “grounded in the
data” (Freeman 1996: 371; Glaser & Strauss 196f¢. Joints of views of the participants
were thus included in the analysis, which was giiidge the meanings they expressed in the
interviews.

This process of defining the categories and idgngf the dimensions occurred in a
continuous interaction with the data. As a consegeg the process of data analysis,
following an iterative approach (Freeman 1996: 3vdquired returning cyclically to the data
to look for patterns and for associations.

The following figure is an example extracted fromm® of the categories which were
developed:
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Figure 3.4 — Sample of categories used to coddate
The data anaylsis process was supported by a cempssisted qualitative data analsysis
software (CAQ-DAS). All interviews and entries fraiime questionnaires were coded to be
processed by a software programme, (MAXQEPA a tool specifically designed for
gualitative data analysis. The use of computer ammgnes to assist in the analysis of
qualitative data has recently increased, due toflthebility and versatility of these tools
(Kuckartz 2008: 10; 15), and is thought to provitevaluable assistance” (Mason 2002:
160). The integration of the categories in the vgafe programme corresponds to the
traditional paper-and-pencil procedure of annotpkiay words or themes on cards and does
not exempt one from the “dull desk work” (Kucka@07: 9) of reading the materials several

times until patterns emerge from the data anaklgsik. The use of technology applied to the

199 MAXQDA, software for qualitative data analysis,892010, VERBI Software. Consult. Sozialforschung
GmbH, Berlin-Marburg-Améneburg, Germany.
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process of data analysis is merely a facilitatiofstructuring and organising the data” (Kelle
2008: 488), in that all operations of highlightimglated concepts under superordinate
headings, looking for parallels or inserting comisenan be executed more flexibly by
marking with different colours the various relasbips. Their main advantage of using such a
tool is to assist the operations of exploring treerials and retrieving text passages, concepts
or categories and the representation of the ddiek (E009: 362). Codes can be assigned by
dragging a marked passage onto the appropriate indthe corresponding category system.
The task of retrieving data is also assisted bygaoing items or associating them more easily
than in handwritten notes. As a consequence, alhttalytical tasks are facilitated.
Transcription of data
Since the primary focus of the interviews was am ¢bntent of the utterances and not on the
mechanisms involved in the interaction between theearcher and the participants
(Bergmann 2008: 535) or on the “system of talk’g@®use 2011: 359), as in conversational
analysis (CA), the adoption of a specific CA metblody was not applicable to the
transcription of the data. However, the rules fokd for the transcription of the interviews
attempted to capture and render peculiar featuresvthey were notably emphasised by the
participants during the interview, in the assumptileat this information belongs to the face-
to-face event and does add relevant details tdr#mscription. Four of these main features
were considered relevant:
1. emphasising utterances which were expressed ic@igemode, such as laughter or
in a tone which was strikingly different from thermal speech of the teacher
2. highlighting references to contextual (discoursgprimation, such as indications of
the topic being addressed, when the whole answemnatreported entirely because of
its length
3. adding non-verbal communication, when it was aagrdl part of the discourse, such
as in the case of one Spanish-speaking teacher teviied to express her thoughts
through gestures. This para-textual information e@ssidered complementary to the
face-to-face communication in course.
4. anonymising names, organisations or places to grabe speaker’s identities and
replacing them with a description.
To differentiate between these descriptions andtéhes themselves (Kowal & O’Connell
2008: 444), all the precautions above are providathlics and in square brackets [ ] in the
guotations.

Furthermore, the following procedure was adoptectter to the answers of the participants:
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The quotations of the teachers from the interviavessignalled with the label “Interview” in
square brackets, followed by the teacher’s idematifon number, followed by the number of
the row in the transcription of the interviews,imghe following example: [Interview D243:
197-9]. The researcher as interviewer is identiighrough the letter: “Q.”, abbreviation for

“Question”. If it is not a question, but only a rark, it will be signalled by the initials “EG”.

The quotations from the questionnaire are idemtifees entries and are structured in the
following way: they are first denoted as “Entryd @istinguish them from the interviews), are
then followed by the teacher’s identification numbéllowed by the number of the
questionnaire and lastly by the number of the rowwhich the transcription appears, as in
the following example: [Entry P73, Q177-172: 53-4]

3.6 The role of the researcher

Qualitative research does not aim at eliminating tlksearcher’'s perspective; quite the
contrary. In qualitative research the case hasdfeen made that the role of the researcher is
decisive in many aspects (Shank 2006: 10). Althotlnghperspective of the participants is
considered central in qualitative research, anttiisistudy as well, the researcher’s subjective
construction of the research act as a construttags is an unavoidable counterpart. The
integration of the researchers’ subjective pointiefv “is part of the research process” (Flick
2009: 16) and is indeed “expected” through theeibn on the methods and on the research
process. The stance adopted in this study presappbat the reflexivity of the researchers on
their actions and impressions in the field (cf. gtlea 3.1.2) is an essential element of the
cognitive accomplishment of the researchers. Tipeifstance of the researchers’ role and the
impossibility of scientific results being detachHeaim the observer are also endorsed by Flick
(2008: 23), who considers them “a core characterddt qualitative research” (cf. Konig &
Bentler 1997: 89). It is precisely the explicitatiof the role of the researcher in qualitative
research that Altheide & Johnson (1994) see astmyral part and guarantee of validity,
expressed in the concept of “validity as reflexadoeounting” (quoted in Flick 2009: 390).

The perspective of the teachers was representd#aebyinsights into their concept of teacher
development and by their (past or current) expegsnabout their teaching and their
development. However, what was their relationsbipards the researcher? How did they see
her, as a colleague or as an instructor? As coatainl may also have been a representative
of the academic institution LMU Munich to them, whimay have tipped the balance of
colleague parity. The question of asymmetry is mtpat issue in qualitative research, as in
Appel (2000: 44), who points to the fact that innpastudies on teacher knowledge the

106



3 Design of the research project

participants opened themselves to a relation oédépnce, sometimes even in test situations,
which influences the nature of the products. Theasion in this study was not one of
dependence, and a balance was strived for betweieg b stranger and being close to the
participants, between being a peer (as a colleag@)being the coordinator. According to
the way they behaved with the researcher, it iebed that an ideal distance was reached that

motivated them to open themselves without asymnitteffects of dependency.

3.7 Ethical issues

“The tension between the pursuit of knowledge ahate in research”, as Kvale & Brinkman
call it (2009: 16), can not be easily reduced aepends mostly on the researcher's ability to
create a place where the informants feel free afie ® talk about their experiences and
opinions while at the same time focusing on theaesh concerns. Moreover, the possibility
of conducting research also depends on the trugteofndividuals and on the researchers’
respect towards them. This resonates with the ig¢iser of ethical behaviour provided by
Israel & Hay (2006: 3):

Social scientists do not have an inalienable rightonduct research involving
other people (Oakes, 2002). That we continue te ke freedom to conduct such
work is, in large part, the product of individuaidasocial goodwill and depends on
us acting in ways that are not harmful and are. jus) If we act honestly and
honourably, people may rely on us to recognizer theeds and sensitivities and
consequently may be more willing to contribute dpeand fully to the work we
undertake.

This alerts us to the necessity of proceeding semsitive manner, in order to protect the

frankness of the participants, as Mason (2002p88eptively explains:

So, for example, questions about the ethics of ywmerall research practice and
where you derive your ethical position from, or sfiens about the way in which
you build and maintain relationships in the fidld,) the issue of informed consent
and your rights over the data and analysis, arecatitral in the practice of
observation.

Because the teachers had seen the researcher mmeesyduring the workshops and often
engaged in spontaneous conversations with her,wsse a “known face” to them. The
relationship between the participants and the rekeain this study was not impersonal, and
this is also a reason why it was decided to calhth instead of writing a letter — in order to
ask them to participate in a follow-up interview.

When they were contacted for the interviews, almvgd years after the end of the
KommUNKIkationProgramme, all of them were very friendly and dad hesitate to engage

in a conversation on the phone. Their first thought that they were being contacted to

10970 this regard cf. Chapter 3.5.1.
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announce a new teacher programme, which they alé wapatiently waiting for. This

enthusiastic attitude made the whole phone contiersaery pleasant and easy for the

researcher. The calibration of distance was nassure, it is in fact the case that they did not

“feel like an insect under the microscope” (Sen26f4 quoted in Kvale & Brinkman 2009:

16). This does not mean that the issue of powemastry'! in the interviews was

suspended, but rather that its impact might hawenbminimal, which is most probably

unavoidable.

Because the present research study involves dalledata from human participants, and the

data elicited in the questionnaires were not anausnsome ethical issues were taken into

account to ensure that the participants would mimisks. Guaranteeing and maintaining the

following concern§*was considered fundamental:

- The confidentiality of the participants was progettvhen reporting the interviews in this
study and in other public situations.

- The identity of the participants was disguisedirtlteentification was made impossible.

- The possibility of any potential harm to or conseges for the subjects was reflected
upon and made impossible.

- Adeclaration of consefif to participate in the interview was attained.

- An information sheet about the nature and aimsefresearch project was prepared for

the participants and distributed to them.

11 Cf. Chapter 3.5.1. and 3.6.
12 These issues were adapted following the suggesfimvided by Kvale & Brinkman (2009: 68-9).

13 The Appendix 4 contains the consent form used.
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4 Teachers as learners - Discussion of results

This chapter presents the results of the analyfisiseoempirical data, guided by the aim to
understand teachers as learners and the way tipeyaagh their development process.

The analysis of the results was carried out in isd\8teps that are reflected in the structure of
the chapter itself. In the first two sections, goals the teachers have set for themselves and
the ways they realise them are the primary concEhne. third section explains the impact
goals may have on the professional developmenheftéachers, while the next section is
devoted to exploring the individual factors thatezged; it focuses on the critical differences
among the teachers. To conclude the analysis,hellelements that emerged are drawn
together in the attempt to identify possible pedilthat may explain how teachers’
professional competence expands and develops. asteskction is an evaluation of the
methods used and points to some limitations ostudy.

Structure of the chapter:

4.1 Language teachers' goals for professional dpustnt
4.2 Teachers’ realisation of goals

4.3 Impact of goals on professional development

4.4 Individual differences

4.5 Teachers’ professional profiles

4.6 Reflecting the research approach

4.1 Language teachers’ goals for professional deeg@ment

The question about the goals these teachers haviorséheir professional development
proved to be the most difficult for most of thedlears, many answers being characterised by
a long silence. Two of the teachers gave no reply.

The difficulty of explaining the goals is best 8lmated in J106’s answer:
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In this section, an overview of the answers givgndach teacher (their codes are in
alphabetical order) will be given. The answers \whikn be categorised on the basis of the

content.

Teachers The goals teachers mention when speaking about thewn
professional development
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According to the content, the answéfsconcerning what goals teachers have for their
professional development centred around the fdloviing areas :

Type of goals Number of

teachers
1. instructional goal n==6
2. occupational goal n=3
3. developmental goal n=>5
4. affective-emotional goal n=2

Table 4.1 - Types of teachers’ goals
I will now examine and elaborate more extensiveltleem in the following section.
1. Instructional goals (n = 6)

Instructional goals relate to answers whereby teachers focus on issugs as supporting

14 Teachers could mention as many goals as they wafiteme teachers expressed more than one. Accdaling
their content, the goals were clustered in the fgpes listed above.
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4 Teachers as learners — Discussion of results

students’ learning or on instructional matters.

In these cases, the way the teachers answer tlstiaqquabout which goals they have set for
their professional development indicates how thieaehers interpret the question, as teacher
D243 exemplifies:

1?2 CBCF% 2 " ;14 (4 1 "l TG
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The teachers with this goal refer to students’dewy as their goal. Having visuals and oral
aids to make classes very interesting, supporttadesits, or helping students reach their
goals are typical answers for this category.

As an example teacher M171 says:

AB B J 4 ## % A: 4
I( %

Teacher B282 expresses a similar goal, in ternmsaihg practical aids available:

9= C J #01 ( % (( #" 4

#, ; %
Finally, teacher B282 addresses another aspebtsokind of goal, which affects the teachers,
who like her, do not teach their L1, but the L2 dmave to maintain a good level of

competence in this area:

9= C 2 ( 4# ! , # ! , 4
( %
2. Occupational goals— (n= 3)
Three teachers were concerned with the livelihcsgbet of their profession, such as teaching
more hours, having many classes or with the ndgessiretaining their students. (N95,
M171, J106).

For teacher N95 it seems important to teach moveshand students and to be employed:
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It should be remarked that she refers to the newdnction of the Bachelor (BA) system,
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which imposes a minimum of four teaching hoursléarning a foreign language instead of
two hours as in the system prior to the BA intrddut She perceives this as beneficial for
herself (because she can teach more hours) anthdolearners (because they have four
instead of two hours per week):

EC BC 1 # [l 1" ## I( L (9
I (2 "H# I %
Teacher M171's goal “that my students still wantstay with me” can also be interpreted
from this prespective. If she “loses” her studesk® can not earn her living.
Finally, teacher J106, who found it was extremétiyatilt to answer, after a very long silence
she expressed her concern about this aspect: atleetemany hours a week (more than 25
hours) and finds it important to have differentct@ag opportunities at her disposal:

e S ‘4 (

( %J ;' #, 44 #;'%
These answers stress the ‘livelihood’ necessitythef freelance language teacher. As
freelancers, these teachers must meet the expedati their clients, the consequence of
losing them is namely not being capable to sudtemselves financially, not being capable
to live on their limited income.
3. Developmental goalgn = 5)
In the third category we find answers witbvelopmental goals These address projects the
teachers may have for their career as teachergradessional development plans. Five
teachers explicitly made this distinction clear agldted their development goals to their own
learning process as teachers.
Teacher N51 is also the only one to address anriaumoaspect of professional development
in terms of recognition on the part of the instdos she worked for. At the same time she
denies that there are these possibilities in theecaof a language teacher, arguing that there
are no chances, which sounds dramatic, becausantspto a job situation without career
perspectives for language teacti&tsShe then shifts the focus of her answer to what s
perceives as professional development for herswelf specifies that she wishes to become

more and more aware of what she does:

15 The implications for the context in which thesaders work are not a focus in this study, althothgly are
an important element in teacher professional dgwveént. These aspects will be addressed in the &hapt
“Conclusion”.
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Two teachers, teacher B282 and teacher A54 sharsatime goal of “being on top of things”

in their field. In addition to receiving practidalols for teaching, Teacher B282 added:
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Another aspect of goals for professional develogmerexpressed by teacher 1312, who

pursues the goal of preparing good material anddvalgo like to publish a book:
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The teacher who best illustrates this orientatibrgaals is A54, who expresses her many
goals on many occasions during the interview. Sheancerned with her main goal of
enhancing “quality” (both in her own teaching andher learners) and with other sub-goals,

like adding skills:

6 N/ ( G : 4 ( ! " # 4"
( 4 " 5, ( 4 " ( (.,
I( #1144 (1 ( (' , (" 144 #%
, 4 b (4 ( I( ( "
#% #; # X #'1" -#4 14 ", :
( # X # 144 # " ( : ( («
, ) : (@  "# ("
; %

Quality is her major concern, which clearly invavine development of the teacher, as it is

again echoed in the following extracts:
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118 Al the Italian quotations from the interview @facher N51 were translated into English by theareser.

27 Dunque, purtroppo dal punto di vista diciamo dauwarriera, diciamo, non esistono possibilita, duici
possono essere una maggiore coscienza, diciamoetlo che sto facendo, agire in maniera piu comsalp,
insomma.

18 1t may be useful to remember that she is the owher language school, which is the reason whyustes
expressions such as “my teachers”, | sell” etc.
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Additionally, she whishes to be a valuable memlighe teaching community. She seems to

have a professional ethic, which derives from legise of quality, as a tacit high standard:
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The professional side of goals also has a soamédsion, as teacher A54’s words illustrate:
“l want to be a colleague to others and | want thierbe colleagues to me”. She expands the
meaning of professional development goals by strgsthe importance for her of sharing
“good teaching”: professional development seemesalt from a discourse community and
to occur in interaction with other colleagues. Tuestion of goals for teacher A54 seems to
include social as well as individual dimensions.

Teacher A54 further explains that professional tgpmaent for her as a freelance teacher

means being qualified, having qualifications:
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Teacher P73 expresses her goals and at the saméeinsense of professionalism when she
explains her goals: she does not want to find Hers¢he situation where she comes to the

classroom without being prepared. Her goal is mditbecoming “lazy*:
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What seems to be implicit in this statement isdentological ethics, her professional code
which determines her professional behaviour/ agtiviihis ethics does not allow her to leave

her professional behaviour to chance.

Three of these five teachers, P73, A54 and N51 vaése the only ones who promptly
answered the question, thus showing a good faimyliarth the concept of goals for their

professional development.

4. Affective-emotional goals(n= 2)

In the last category we find answers that relatéé@motional aspect of goal setting.

As present before in teacher A54’s words, she eitlglispeaks of ‘peers’ as very important
for her, not only to share in good teaching — atest previously — but also as a support, as in

the following quotation:
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In her words, colleagues seem to have an affedtivetion, in helping overcome the
frustration of being faced with huge amounts obiniation and the negative feelings that
derive from it. This kind of support, which lange@atpachers find in colleagues, sounds both
social and emotional at the same time, a sort dflveeng factor.

Teacher P73 seems to have another very clearlyggialy happy as a teacher.

*B? = 08, ' ' ' # #& . )9 R ##
KI( "%
At the end of her long answer, her words sound dikaotto: “Bis ich in Rente komme, will
ich Freude haben”. Her goal is similar in the ldagn perspective to the one expressed by
teacher A54, who would like to remain a teacheil waetirement. Speaking of the challenges

that language teachers are facing now, she corglude

6 = 4 " # (" ! I
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This last kind of goal, “being happy as a langusgeher until retirement”, “growing old as a
language teacher” indicates how “pervasive” thechewy experience can be. These goals
express a strong sense of mission on the parteotehchers for their work and stress the
importance of a holistic perspective on teachers.

As reported before, with a few exceptions (cf. imectdevelopmental goal' above), the
question about teachers’ goals for professionaklbgment proved to be the most difficult
one for most of the teachers. When speaking aboatsgfor themselves, generally the
teachers had problems in understanding what thalddme and admit that it is difficult for
them to say anything about it. This difficulty isdt illustrated by three teachers, J106, M96
and D243. In the first case, this teacher couldsagtanything and remained silent a very long
time, reflecting on this issue and making gesttwesxpress that she had no idea. She felt she
was unable to answer, but did not want to give ngh leept delving into it until she found an

answer.
?) )
F% 6 %21(;!, ( 4 4 I( 4 1 G
E !( ;4 (llll I (IIII I4 (( %J

) (" !,%

In the second example, teacher M96 says:
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and teacher D243 concludes:
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The comment of teacher B282 when speaking of wilefishfor one’s own development
addresses a different aspect, namely time:

9= =C " # ( 4# )O ; )"
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Otherwise, other comments (the teachers 1312, ABR243) were more like punchlines,
making it evident, that setting goals may even d@&sy’, but reaching them is less so, as

exemplified in A54’ words:

6 = o : H# (M) +0 (6
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This appears to indicate that even for those teachweho have developmental goals for

themselves, meeting them is not as easy and selém@vas it might seem.

The goals, as expressed by the teachers in thity,steem to relate either to short-term
immediate matters, or to long-term “vision” goaldie former type are important for the
execution of the teachers’ task or for living, vehthe latter seem to be related to personal
values, such as professional growth as a life pt@ad as a perspective for their well-being.
As the teachers A54 and B282 indicate, settingtsieom goals for material development is
not incompatible with also having long-term goals,they have set both for themselves as
means towards their goal of professionalisatiodeé&d, another feature that emerges when
looking at teachers’ goals, is that some teachetsnuiltiple goals for themselves, thus
addressing the multiple aspects of teachers’ psadeal life. Teacher A54 has a group of
goals of a different nature: intrinsic (learningjdaextrinsic (the wish to gain recognition in
the community of peer teachers looks like an esefactor). Further, only one half of the
teachers demonstrated an awareness of their owmrggorocess, while the other half rather
assumed the learners’ goals as their own. This poagibly indicate that in the former case
teachers’ goals are more self-related than in #terl case, which sounds extethala
distinction that the following table attempts tgptae:

Self-dictated, intrinsic goals Outer, extrinsic goals
developmental .........cccevviiiiiii e, instructional
affective-emotional ...............ccoo oo ivieccececccieee e, occupational

Table 4.2 - Dimensions of teachers’ goals
An additional aspect that emerges from the remafkbe teachers in relation to their goals
concerns the allusion to their specific situaticas language teachers. The goals they
mentioned do not seem to be associated with futarepectives of a professional career in
teaching and no aspirations about a teaching car@erbe heard in their words. Their
investment in the workshops, as well as their meviprofessional background, were more or
less disregarded by the institutions they worked Ast teacher A54 suggests with her
definition of “housewife teachers”, implicitly thisttests to the awareness of a lack of status,

of social recognition and of professional prospests freelance language teacher.

191 the literature they are also called extringmght’ goals (Bokaerts 1999: 458% intrinsic, intrapersonal
goals (Schunk et al. 2010: 176).
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Summary

Overall, the analysis of goals above makes expl@tmany dimensions goals can have for
language teachers.

Only some of the teachers seem to be aware of phefessional development process and
refer to their learning goals dsstinct from learners’goals. According to this differefita,

the teachers either fall into the group with ‘owarning goals’ or not:

Group 1. the teachers with ‘own learning goals54AB282, 1312, N51, P73

Group 2. the teachers without ‘own learning god®43, J106, M96, M171, N95

Although it is interesting to pursue both kindsgofls, the goals expressed by the teachers in
group 1 are crucial for the basic research questidrihe present study. Therefore this group

of teachers will be more the focal center thanséneond one.

The questions that arise and that will be treatetttis chapter are:
1. Do these teachers show peculiar patterns of legum@éhaviour related to their goals?
2. Is there a match or a consistency in the way teade and arrange their own “zone
of proximal development” in order to reach theialy®
3. What professional profiles emerge from the data?

4. How do individual differences relate to the profesal profiles?

4.2 Teachers’ realisation of goals

Teacher development in the context investigated Isgras previously stated, a matter of self-
regulation, because there is no one checking oprbgress of the language teachers, except
the teachers themselves. In this respect, the meatetichers conduct themselves as learners is
decisive. The focus here is on their learning b&iraue. on how teachers proceed to achieve
their goals, and this is operationalised as foltows

A. the activities they engage in

B. the strategies they use and develop

4.2.1 Language teachers’ activities

The first striking result with respect to which iaittes the teachers engage in to pursue their
goals reflects a wide spectrum of possibilitiese Timjor differences among the teachers, first
in quantitative and then also in qualitative teml$ be the focus of this section.

Quantitative differences

When the participating teachers speak about wiegt uhdertake for their professionalisation,
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they mention different activities. These are listetle as a catalogue. The order is determined
by the activities that are more common among &l ghrticipants to those that are the least

common among them.

Catalogue of activities teachers engaged in

Attending teacher workshops

Having informal exchanges with other colleagues

Observing colleagues’ lessons

Creating learning materials

Learning another language

Being a teacher trainer

Drawing on theory

Enrolling in a Teaching Programme/ Teaching
qualification diploma
Having a study group

Reading professional literature

Carrying out personal projects

Writing for other teachers (books, articles for
teachers’ magazines, etc.)
Networking

Blogging

Table 4.3 — Teachers’activities catalogue
The activities from the catalogue are distributedain uneven way among the teachers. The
next table (Table 4.4) shows the distribution diattes. Some activities seem to be common
to all the participants (attending teacher trainwarkshops and having informal exchanges
with other colleague$}. The table also aims at presenting the increasenviement of the
teachers in additional activities (Extras). Thectesas of Group 1, i.e. the teachers with ‘own
learning goals’ are highlighted. Three of them diestand out because they engage in almost
all of them.

120 30hnson (2009: 95) and Dana & Yendol-Hoppey (2G@8jcate many different types of PD activities
teachers could engage in, such as "Peer coacHipgred inquiry" (to quote but a few), but they et
mentioned by the teachers in this study.
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A54 X X X X X X X
P73 X X X X X X X
N51 X X X X X X X
1312* X X X

MOG6** X X X

D243** X X

M171 X X

B282 X X

N95 X X

J106 X X

The teachers with the asteriscs have an additiagtVity, such as:
* Observing colleagues, being teacher trainer 3fidLearning another

foreign language. They are not listed in “Extrag’ a&ccentuate that the
increment in the upper rows referred to more addiél activities.

Table 4.4 - Distribution of professional developmactivities
The upper part of the table indicates three teacffs4, P73 and N51) who engage in more
activities for their professional growth than ththers, such as “having a study group with
colleagues”, “reading professional literature” diadawing on theory”. Each of them also
engages in further activities (column “extras”)atker A54, for example, uses feedback from
students, observes colleagues, writes for a teschegazine and promotes books for a
publishing house. She blogs and networks a lot wifitb explicit aim of developing
professionally (this will be further elaborated deater in this chapter in the section
“Colleagues as learning opportunities”). Similartyteacher P73, she had some experience
being a teacher trainer herself, attending teaclomgferences and carrying out personal
projects. Teacher P73 is also learning anothemiageg for her professional development, (as
teacher D243 above). Finally, Teacher N51 alsoeshane activity with A54: they are both
attending a teaching qualification diploma prograamspecifically planned for teachers of a
second/foreign language.
For two teachers (1312 and M96) the data showlibaides attending teacher workshops and
participating in exchanges with other colleagubegsytengage in some additional activities.
They mention “Creating learning materials” as a wafyprofessionalizing and also of
participating in either activities such as “Beingather trainer” (1312), or “Observing
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colleagues” (M96).

As regards the remaining teachers, their activibegprofessional development are restricted
to attending teacher workshops and enjoying meeithgr colleagues. These are the most
frequent activities that the teachers in this stadyntioned for their development, and which
seem to constitute a sort of “default” or a minimafractivities in which most of the teachers
engage for their professional growth

Teacher D243 is additionally learning another laaggy which she considers a “Fortbildung”,

a useful activity for language teachers who wishditect ideas for their teaching:
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Qualitative differences

In the next section | would like to focus on ongexd that has emerged from the data,
namely, that there is a remarkable difference ey the various activities are experienced
by the groups (even the common ones), which inescétat the teachers differ not only in
quantitative, but also in qualitative terms.

| have selected two of the activities, beginninghwvthe first (‘Attending teacher training’) that
is common to all of them and then following it witlke next one (‘Having exchanges with
other colleagues’). The discussion of the datanisaécordance with the grouping of the
teachers established on the basis of their goals:

Group 1. the teachers with ‘own learning goals54AB282, 1312, N51, P73

Group 2. the teachers without ‘own learning god®43, J106, M96, M171, N95

Although the first group was identified as crud@l my research, | do not limit the discussion
to this group, because ignoring the remaining teextwould not adequately render the
context and because the contrast between the gshgas more light on their differences.
Thus, although the first group is discussed in na@pth and the teachers are characterised

more individually, the second is discussed as virit, rather as a group, whenever the data

121 Because this result refers to the teachers weaded the programm¢ommuUNIkationwe could assume for
them a greater degree of interest and motivaticcomparison to the ones who did not and in thisedhey
are not the norm. Therefore, based on the datdd#fault” standard refers to a special group efctesrs and
can not be generalised to all the teachers.
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allow it. When differences occur, they are of ceurgdicated.

4.2.1.1 Attending teacher training
Attending teacher training in the form of workshapsthe most recurring activity in the
teachers’ answers. For the majority of them it seémnbe either the most useful activity, or
the most available one, a sort of “default” acyiwthat comes to mind when teachers look for
help:
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When asked which forms of support they receiveaaguage teachers, they all mentioned the
lack of institutional suppof?. They reported that their available options ar@marily

reduced to some workshops offered by publishingsbsu
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The teachers were not obliged or expected to attegdorm of teacher development activity
as well, and reported attending workshops or cotmgieteaching diplomas explicitly for

themselves, like teacher A54 or teacher N51:
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Only one teacher was expected to attend trainiegip for language teachers:

122 The programmeKommUNIkationand another previous teacher programme at the Lddhstitute two
exceptions.

12Z3pdesso ci stanno somministrando un corso per ateme certificato, ilxxx fiame of the diplomafor teaching
Italian].
Q.: Obbligatorio?
No.
Q.: Ah, la direttrice della scuola ve I'ha chiesto?
No, non ce I'ha neanche chiesto, perd insommada sbé ..., del resto &€ anche interessante.
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The answers of the participants attest to two ssfiest to one characteristic of the group of
teachers, all being highly motivated teachers, v&ebthe urge to professionalise themselves.
Secondly, they point to the lack of institutionapport for them.

In general, the teachers considered teacher tgpiamd workshops in a positive way and
found that they definitely have a lot to offer. Tieachers all seemed to learn from them, but
they varied in their answers with regard to

1. what they learn from teacher training and wookst

2. what they perceive as useful and difficult.

These aspects will be illustrated in the followsegtions.

What teachers learn from teacher training and wotksps
Speaking about what she thinks she learns fromhézacorkshops, teacher A54 finds that

what she can get out of workshops consists mastilyg opportunity to reflect:
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Worksheets, handouts and most of all the oppostunit'run the next class” without much
effort (to quote teacher A54) are not in the fooegrd, she expects much more and is —
together with teacher N51 — very critical towartle kinds of workshops that do not meet
these expectations. As clearly expressed by teadbédr they both were able to discern
quality differences among the activities availdbleteachers.

Teacher N51 manifests her disappointment abouhé&dcaining sessions she had attended in
the past because it had spoiled her interest astteditened her, as she had not benefitted

from it. She articulates her discontent in the woetipe”:
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Teacher N51 criticises those examples of teachearitg that offer “recipes” without giving
the theoretical background, which she thinks shedlsdthis will be discussed more in detail
later in this chapter in the section about thehlees perceptions of usefulness). According to
her and teacher A54, going beyond the ‘recipe’ seeatessary in order to expand one’s own
knowledge base and be able to cope with the vadeusands placed on language teachers.
Although they also benefit from practical aids, wtieey seem to learn from teacher training
is of a more abstract kind and refers to rathemgible aspects, such as confirming that their

own teaching is fine or gaining more confidenceinade following examples:
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Other abstract gains are touched upon also by eée&I8. In her case, she sees the gains from
workshops in terms of opportunities to incorporatav perspectives. On the question of
whether she thinks she feels the need for furtbacher training, she reacts positively, the
reason being her need to know about new ways ohgee phenomenon and to look for

intellectual challengé&®
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1245j, quello che si & imparato fino ad adesso, fiq@oco tempo fa era sopratttutto un insieme diesji@, un
insegnamento, o anche si, a livello anche propblmastanza limitato, magari, tra la ricetta e latstyia,
diciamo, soprattutto, direi ...
Q.: Invece, adesso?
Mabh, ultimamente adesso, con il master e con quesiishops, ecco, si cominciano a incontrare iygpssti
teorici, di certe ricette. lo sono arrivata ad umte in cui ero un po’ disamorata, insomma, miri$eo
soprattutto ai workshop organizzati dalle caserieditper esempio, che sono le cose piu frequemd ci
vengono offerte.
Q.: In che senso la “ricetta” non e soddisfacente?
Si, perché la mia esigenza era sapere se mi muowvpascerta linea, ecco, conoscere i presuppastciger
cui si agisce in un certo modo, anche perché sittdposti come insegnanti a tensioni, diciamo chieste di
tipo diverso da parte dei corsisti, no?]

120 trovato la conferma che, anche in ambito accactemiiciamo, il mio modo di insegnare poteva andare
bene.

291 her case, the range of concrete and abstrans gain be found in the same person: [Interview RA83:
Diesen anderen Blick, neue Perspektiven. Und neltjifshort pause to thifjkes ist, muss ich auch sagen, es
ist manchmal gut, auch solche Seminare zu habenmam ganz praktische Aktivitaten lernt, weil ich.zB
Konversationskurse habe, die schon 7 Jahre laufethrgendwann sage ich: “Was soll ich zum Untéitric
bringen? Jetzt weil3 ich nicht mehr*.
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Later she refers to the projg€ommUNIkationand summarises what she thinks she learned

from it in this way:
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This sounds like a recognition of her learningtatke, according to which she is always
looking for challenges and — at the same time e afsindication of her communicative and
social orientation, according to which knowledgesagially constructed (Johnson 2009: 9).
This emphasises the social aspects in teacherglatgvwent®’, and denotes thgzone of
proximal developmefitas a sociahnd cognitive zone of development, in which the peers
play a critical role in learning, as teacher P73er explains:

*B?2 =F% 2 (;! ,;! " # G
1 (9, !'*4, %
According to teacher P73, she sees the gains feacher training in terms of professional or
intellectual insights, such as expanding her psife®l experience through different
perspectives, through new ways of seeing thinggrdfessional growth is an increase in
something, the broadening of perspectives is omnele of it and teacher P73 makes this
clear in her words.

As for teacher 1312, she also profits from teadhening:

?2 2BE ( 44 ( #%%%; %

Methods seem to be not only constitutive of theheas’ domain, they also appear to be
indispensable in maintaining both the learnersnest and motivation at a high level and in

avoiding being bored themselves as teachers, a@sstales:

2 = 4 # ( A(# ((#
# 4 %K #  #4 ' 1 % " o (c ( %

Within this interest in methods, the interest inltmedia and information technology (IT)

applied to language teaching is one of the top earscof the teachers:

?2 0! Y (%6 ( #( %

Technical expertise seems to be a pervasive corioefanguage teachers, who very often

127 And is also similar to what happens in classroeanring, cf. Klippel & Doff (2009: 208).
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4 Teachers as learners — Discussion of results

mention the need to become more expert in infownatechnology, in using learning
platforms, multimedia, and “technical instrumenits’general (N51: 119). This even applies
to those who think they do not need informatiorhtedogy for their lessons, as teacher B282

for her translation classes:

9 o ., I() #(1 ##E((:
%) | #4) " H S ("
## (%
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If in the quite recent past teachers were suspeutdadachers' ‘technophobia’ (Lam 2000:
413) and of being averse to technology, this da¢seem to apply any longer. The teachers
in this study seem to feel the appeal of the “lasbvation” in teaching methodology and
want to develop expertise in this domain.

In addition, what many teachers appreciate mostdma@s that can be easily applied one-to-
one as recipes and handouts, because they retievedchers of their work load. The word
“recipes” also recurs in the interviews of otheadeers, eithewerbatim or with similar

concepts, as teacher B282 conveys:

9= B 0 ( ( (;! 44 # Pl
%9 # # Gl n (v # 4%
The chance to “run the next class” without muclorffto quote teacher A54 again) is exactly
what teacher B282 considers a learning gain anda@sgrom workshops.
The “recipes” find their materialisation in “handsy which emerge as one of the most
appreciated benefits for the teachers, especalieticher B282 or teacher J106:

CBF%M ;! ," ! ( " I##&E, 2, 4
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As for the group 2 of teachers, they as a groupmasee consistent. This group mentioned
practical gains from th&ommuUNIkationprogramme or from teacher training in general,
which are usually related to the instructional dasien of teaching in terms of methods that
help the teachers to arrange learning situationtheir classes. When the researcher asked
how they had profitted from the workshops, onehef most frequent words mentioned by the

teachers in both the questionnaires and the ires/ivas “methods”. Here a selection:

AB BE # (" %

AC 2 D A () ( A (%
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Like teacher B82 above, they also appreciate being able to “nenniext class”, as teacher
M6 illustrates:

AC #®9o 4 (& #5101 ( $ ## "$
AL | O # %
New ideas, new methods are markedly a great corigethe teachers. Also in this group the
interest in multimedia and information technolody)(applied emerges as one of the top
concerns of the teachers:

AC " #( Lo (%

Abstract gains do periodically surface also in tingup, as with teacher D243 who finds that

attending workshops gives her more confidence indeching:

1?2 6 I"I( K (##t #  (#
! ( # Q "l " %

To summarise, all the teachers attended the wopsslout of personal interest and not
because it was mandatory. In this regard, no eapens were placed on them by the
institutions. Concerning what the teachers repsrigains from teacher training, there are
some differences, registered in the data, betwemttdand indirect gains. Although all
teachers confirm the advantages of direct prachieakfits, a few also note the advantages of
the indirect, abstract gains, as indicated in tlewing (Figure 4.1):

Gains from workshops/teacher training

Direct Indirect/abstract
= immediate implementation = ‘processed’ implaentation *

* Processed implementation means that the implentantdellows
some conceptual processing and some personal eltbor

Methods Inspiration for own ideas
“Recipes” Challenge of perspective
Handouts Theoretical foundations
Technical tools Confirmation of teaching approach

Confidence and self-awareness

Figure 4.1 - What teachers learn from teacheritrgivorkshops
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The gains listed on the left (direct gains) are dately realisable and more specific than
those on the right (indirect gains). They requaachers to “copy&use” ideas or materials and
methods that are illustrated in the workshops. fBaehers in these cases are not involved and
do not seem to contribute anything personal inrthmeplementation. Their participation is
rather passive.

The need for new tools and technical “tricks of ttegle”, as Wilson & Berne (1999: 198-9)
define them is “a legitimate one”, however, theygest that a prerequisite of teacher
development demands that teachers go “beyond gickew techniques”. This becomes
clearer in the following consideration about theosal kind of gains, which is obviously
reflective in nature. The teachers are here marelwed and more active. What they mention
as beneficial gains seems to require extensivegedsaand a major participation on the part of
the teachers. The teacher reflects, re-invents, iatejrates new ideas into the habitual
repertoire after making a deliberate cognitive gffohe integration of new ideas results from

changes in the teachers’ thinking and from persandlcognitive involvement.

Teachers’ perceptions of usefulness and difficultge

A similar contrast, as seen above for what teacregert they gain from attending training

and workshops, surfaces again when teachers speak their perceptions of usefulness or
their difficulties in pursuing professional devieognt. The following set of results provides
insights into what teachers find more helpful floeit professional growth. The question was
“Which one of the following options helped you mdst your development as a language
teacher?” The following table lists the resultsdiecreasing order, beginning with the ones

that teachers found most uséftil

USEFUL FOR DEVELOPMENT

talking to colleagues 7
evaluating my own teaching 5
attending teacher training/courses 4

The following items were mentioned as the leastulse

engaging with  theoretical issues in language 3
learning/teaching
setting goals for my own teacher development 2

self-assessing my own professional knowledge 2

The table points out what helps teachers mosteir thevelopment task and what possible

128 As described in Chapter 3.5.3, for this item a henof options were anticipated on a sheet of papdra
blank space for free answers was also providedh®participants. The list of options originatedthe pilot
interviews and was used to reduce the time thaetbpen-ended questions required.
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4 Teachers as learners — Discussion of results

ways they “learn” as professionals. What is stgkin these results, however, is that the very
elements of one’s own autonomy (setting goals aifiassessment) received low marks,
whereas activities with social involvement (talkitagcolleagues) scored higher. The majority
of the teachers indicated that colleagues seera ambmportant resource for them. Attending
teacher training was considered an activity thdpdtk the teachers less than talking to
colleagues or evaluating one’s own teaching.

The researcher also asked the teachers what thaghhwas easy or difficult for them, and

this inquiry produced the following results. Thadkers mentioned as “very easy”:
EASY ACTIVITIES

attending teacher courses 6
evaluating benefit of teacher training 6
setting goals for my own teaching 6

Conversely, the following were considered to beryaifficult”:

DIFFICULT ACTIVITIES

setting goals for my own teacher development 7

engaging  with  theoretical issues in language 7
learning/teaching
self-assessing my own professional knowledge 5

A glance at the bottom of both tables (“least uSednd “most difficult activities”) revealed
thatin general what helped least are also the most difult activities. Referring to these
activities however, it is interesting to note thhtee teachers indicated them as the most
useful in spite of being the most difficult: P73%4° and N51.

Of the major difficulties mentioned by the teacherghis study, the difficulty of engaging
with theory will be specifically addressed in tledidwing, to point to significant differences

among the teachers.

The difficulty of engaging with theory
The teacher who best exemplifies the tendencyefitkt group is teacher N51. When asked
whether she has specific interests with regar@achers’ training, she answered that she has

130
(e

a specific one, namely a preference for the “vagotetica as she needs the theoretical

background to know how to create a framework f@ghanomenon or an approach. As she

129 Although teacher A54 found self-assessing to lulisshe had severe doubts that she can do thishe
thinks she lacks the necessary competence Thidsptmina weakness in teacher education, which well b
addressed in the “Implications”.

13%yn interesse specifico, beh, ti dird si, per mdtenteorico” [Interview N51: 77].
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expressed it, after having mentioned the tensieashiers may be exposed to, she sketched
situations in which students complain to the teelhecause of their approach to language

learning:

U # ;8 O G
4 'l ( " ! ' " 44 ( ? %
Her explanation is based on the necessity for lsem danguage teacher to be aware of
differences in the approach that may inform hecheway, for example when adopting a
traditional vs. more communicatively oriented one. For teacher IgEictical suggestions
alone seem insufficient when facing the learneeshdnds. But the learners are not the only

reason for enhancing her professional awarenessessher, she herself is a reason:

E CO ;" A
# 44 ? %
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B G R G ; ;o #( %
She feels a considerable responsibility for heraetf her own professional action. She further
explains that theory helps at all levels: in plagniin acting, and in taking decisions. As a
source of confidence, theory performs for teach&l B supporting function. And because she
relies on it, theory also has an orienting functiSpeaking about the teaching diploma that
she is aiming for, she also speaks about theorg asurce of answers to questions that
teachers have. In this sense theory is her profesisicompass’ and she behaves accordingly
in her teaching:

E CBCC N" ! mo -# :
#4a 4 )" tl S
#,, ", "t A o ( 4 (!

131 Comunque ho sentito tutti e due i generi di continaron & che sia sempre solo una richiesta di un
insegnamento tradizionale. Allora, penso che s@s&ario per un insegnante avere la coscienzaetloquhe
fa, cioe poter dire: “guardi si, io la capisco, sapisco bene i suoi motivi, perd io mi comportsio® cosi e
cosi perché ho questa convinzione, seguo questo@gp ecc.”

132 5j, questo sicuramente nella necessita di dogemaentare, ma anche per se stessi, come per aliseeigo
una certa linea, perché questa é coerente.

133 Occuparmi di teorie, a me piace, insomma,sono cheetrovo abbiano un senso, quindi direi séiz’a
molto utili, perlomeno mi danno sicurezza.
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i " Q )G 2 ; G 6( ( # 4

aa 4 # O 7%
Teacher N51 is aware that working with theory i$ @ easy task, but despite this difficulty,
she does not refrain from making the effort andsdaeintentionally:

E C + ! ! (
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The reason for this seems to be in accordance wiitht she had stated previously with
respect to her professional development goals, lyarhecoming more and more aware of

what she does.

Confidence is also important for teacher A54. Askelten theoretical knowledge about
language learning and teaching plays a role inphefessional development, she mentioned

the supporting function of theory for her; in hevrds:
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When asked about whether she has some preferenpeaftiical or more theoretical input,

she takes time to ponder the question:
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What is the function of theory then? Accordingeadher A54, first and foremost it gives the
“big picture”. Secondly, it is something that hanse if put into and tested in practice and
thirdly, theory offers the opportunity to be “awate the situation”, as the next quotation

illustrates:

13%Chiaramente adesso stiamo facendo molto teoriagpesto esame, & una parte molto importante ... sono
assolutamente necessarie tutte e due, si: perch&iuobiede, no, di fronte a errori ripetuti, di rfitb a
produzioni orali o scritte, magari uno si chiedeoh@ faccio a...? Qual’ & la strada giusta da preffidte
quindi &€ bene secondo me avere un presupposto alegicb e teorico che corrisponda.

135 Occuparmi di teorie sull'apprendimento o insegnaimeli una lingua, questo era difficile, nel sepsoprio
di, occuparsi di questi aspetti, ho dovuto cercadultava difficile per me.
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Her words indicate another function of theory, #al\for her as foraging® is for her brain.
Furthermore, in A54’s words theory seems to be tienaf development:
6 C=0 ;! 0! ‘ (#
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As for teacher N51, she is also aware of the diffycof engaging with theoretical issues, but
at the same time she needs their ‘challenge’ ak Weis becomes evident in the following

quotation:
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This positive relationship to theoretical knowledgealso a distinctive trait of teacher P73,

who appears to draw on theory as a valuable sairealutions:
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She told during the interview that she completed dtedies in Education, but this did not
mean a lot to her at that time. She explained ghatlearned most through practical training
and made apparent another aspect of theory thagethbefore with teacher A54: that theory
might be a matter of “professional maturation”
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1% By using the word “foraging” | explicitly refer t§chumann (2002: 21), whose metaphor of “foragomg f
mental food” is at the basis of his motivationadhy of learning.
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Her words suggest that the common approach in éeasdiucation to provide teachers with

theoretical knowledge at the start of their careerdd use some
Teacher Education, Chapter 5.2.1): in fact, shédconderstand

revision (cf. Implications for

the theories while studying,

but they had no meaning for her. Only now doesrthbave a meaning for teacher P73, after

many years of experience, because she can malepphnepriate associations to real learning

situations. Teacher P73 would now “gobble up” theoties, usin
to do with “eating” and that sounds similar to” ioréorage”, as

g a metaphor that again has
with teacher A54. Further,

teacher P73 looks for answers and solutions inrthetnen she has teaching problems, in

order to teach in an informed and well founded wWidys echoes

above.

what teacher A51 expressed

As regards the other teachers in group 1, whatstrdsng during the interview with teacher

B282 was that she seemed to appreciate theorythbtg was some confusion about what

theory is: Teacher B282, for example, refered ot on different occasions, but what she

called theory are rather some practical or insioned information:
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137 would justgobble them up.

%
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As regards teacher 1312, she thinks she learns frmrepractice:
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When asked whether theories in language teachingdchbelp somehow, she reports

appreciating theoretical issues:

? =C ( (<2 ! (4 # , !
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But later in the interview, a conflict emerges ier fattitudes toward theoretical issues. She

again refers to theory as follows:

? B+ ! ("™ on (%

This indicates a possible resistance or an intedilamma. She also indicates that — even
when the workshops seem to be at the “right” Ide&l teacher J106 below) — applying the
theories or adapting the input or the ideas ofwbekshops has another drawback: it is time-
consuming. This becomes clear when teacher I31@8rtemow interesting some concepts

139 and about

were for hel*® She was enthusiastic about “classroom learnirgoss
adapting the idea to their own classes, but she@mplains that she eventually capitulated

on her intention because of time (and effort):

? L (T T - # o,  %

When group 2 was asked whether they preferred wops in which they learn practical
things about how they can teach in class, or thosehich they can learn about theories of
language learning and teaching, many dismissedrjth€ine expression that marks these

teachers with regard to theory is a sort of aversioeven “hate”:

138The same is valid also for teacher D243 of the iseéagroup: [Interview D243: 142] Denn, wenn man das
dann wirklich selber machen will, ist es ein enarztlicher Aufwand.

%9 This teaching technique is sometimes also defiagd’carousel workshop” or “circuit learning". Cf.
http://www.teachingmethodsonline.com/80-learniratiet/.
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As two extreme examples, | will quote the difficet expressed by teacher D243 and by
teacher J106 to show how theoretical knowledgebeaexperienced as a daunting task. In the
first example, this becomes manifest in the wofdeacher D243, who very well conveys the
feeling of being overwhelmed by the task of apphoag theory through the image of a high

mountain:
17? J- ## ! K | 4 1K (, (
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Frustration was also very clear to perceive in ¢kpressions used by teacher J106. This
teacher finds it difficult to adapt and extractfréhe workshops what each single teacher may

need:

She is here referring to a workshop on the stagédewelopment in language learning which
she found interesting, but at the same time condydbecause it required the teachers to
process the information, to abstract and to adapirtput to their own language and to their

teaching situation:

YO (A (e, %) 4
( %

She also explains that the reason is what she“talissfer”:

= (o #o00 ("%

This transfer-accomplishment is beyond her capgadsliWhat she needs is - as she explains
later - “tailored” input, tailored to her particulaeeds, target group and target language. To
use a term from the workshop itself, which dealihwanguage processability, the input she

was exposed to, might have been far beyond heepsoty capacities.
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To summarise, according to the information that baserged so far, the variation in the
teachers previoulsy evidenced in the way they stepmofit from attending teacher training,

Is also manifest in another aspect: the role playgdheory. While the majority of the

teachers were rather daunted when facing theoty, afew expressed their appreciation of
theoretical foundations as an element that alldvesntto carry out informed teaching, and
which they use as a springboard for subsequenhantous action. The focus will now be on
“colleagues”, another aspect that characterizedetliming environment of the teachers and

that indicates further qualitative differences agéme participants.

4.2.1.2 Colleagues as learning opportunities

The second most common activity among the teadlegarded the informal opportunites to
meet colleagues. All the teachers reported enjoyingeting other colleagues at the
workshops. This result was first revealed in thgies of some teachers in the questionnaires,
and later confirmed in the interviews.

To the open-ended question 13 of the questionif@fteat was particularly important for me
today?) some of the answers referred explicitly to “Austeh mit Kollegen” (exchange with
colleagues) as a beneficial feature of the workshop theni*®. The different termfé* that
were used were: andere Leute kennen zu lernentadgch mit Kollegen / Diskussionen /
Die Meinungen von Kollegen / ldeenaustausch / K@nmunikation und Austausch mit
Kollegen / Erfahrungenaustausch.

Not all the ten teachers in the study verbalisésldspect in the questionnaire. The ones who
did so in the questionnaires are the followingstéd together with their entries; each entry
refers to a single workshop). The teachers of gbape highlighted.

1401t is worth noting that this result about “collems” emerged as a result also for the totality haf t
questionnaries. About 42 % of all the entries nwam@d “Austausch mit Kollegen” as “particularly inrpsmt
for me” after the workshops.

I The teachers answered mostly in “note form” toghestions.

136



4 Teachers as learners — Discussion of results

Q.13 - What was particularly important for me to@ay

Teachers Entries

A54 - der Austausch

- Diskussion

- Austausch mit Kollegen
- eigene Erfahrungen zu reflektieren und auszutansche
- Gruppenarbeit, Beispiele, Theorie, Reflexion

1312 - Diskussionen

N51 - ldeenaustausch
- Das Gesprach mit der Leiterin und mit den Kollegen
- Diskussion

N95 - der Austausch mit anderen Lehrenden

P73 - Die Meinungen von Kollegen
- Umtausch*?

The teachers of group 1 are highlighted.

These results show that besides content-relatedrniation (see the previous section
“Attending teacher training”), the participants @lgerceived their peers as a benefit from
attending the workshops.

In general, all the teachers mention this bendfaspect of workshops during the interviews.
As an example, it is worth noting that althoughctesa M171 could not remember much
about the workshops she attended, she says:
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Meeting other colleagues is not only an enjoyabld, also a useful source of learning for
them. To take one example, which makes appareintthigasocial dimension of teacher
professional development is beneficial for the beas, | again quote teacher M171, who does
not find solutions to her specific problem of oesine classes in books or in teacher training

and concludes:

AB ? I ( ## - " -4 44 %

In her view, colleagues are a useful source ofsgdaae-source.

However, from a more in-depth analysis of the i@, another aspect emerges that

192 «Umtausch” is very probably intended as “Austatisdthis mistake depends on the fact that the majari
the teachers in the study speak German as a fdggignage.

137



4 Teachers as learners — Discussion of results

distinguishes the teachers when they mention ttaiegues or learning from colleagues.
Whereas the majority of the teachers refer to aonabk sharing and learning in these
situations as informal, a few teachers mentionelleagues and associated them with a
different kind of situation, which | label “intentnal”. In these cases, the teachers met other
colleagues in study groups, networks or blogs a®pnities to learn, as ‘learning tools’.

The teachers who do not only enjoy meeting othechers during events such as conferences
and workshops, but additionally exploit the leagnwpportunities that peers offer for their
professional learning are teacher A54, teacher &ellteacher P73.

All three had mentioned “Austausch”, “discussioasd “colleagues” in the questionnaires.
These teachers are the only ones who also haveds gtoup for meeting and learning.
Teacher N51 meets a group of colleagues to prefjoara teaching specialisation master
diploma. Teacher P73 attends many workshops anteremtes on a regular basis. When
asked whether she had attended other workshops lkKéemmUNIkation teacher P73

answered that she attended many:
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Later in the interview, speaking about what is us&h develop as a language teacher, she
adds:
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As her answer illustrates, the gains may thus moinbmediately instructional, but rather
emotional or personal, like support or confidence.
Teacher A54 doe not have a “real” study group,tskeea virtual one, because she blogs and

enjoys networking.

%

The local contacts are very important for her, al as the virtual ones and she calls her blog
her “professional development blog”:
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The peers seem to have many functions: a suppduination and a “cognitive” function. The

former is apparent both in the interview and inéhé&ries:
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As acknowledgment and realisation of what she éased after the workshop, she mentions
“Austausch” twice in answering question (Welche Erkenntnisse habe ich gewonnesf?)

the questionnaires. Here one of the entries, &xample:

+:6 F?2 22 10 ( Lo

For teacher A54, the exchange with colleagues sesfalso as expectation (in answering
question 3 of the questionnaries):

+ ;6 F cC2 +, $ # | G
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Additionally, colleagues also have a role to playacknowledging good practice, i.e. a

recognition function, as teacher A54 makes cleagmdhe says:
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This seems to accord well with her professionalettggment goal of becoming a valuable
member of the teaching community (cf. Chapter 4Hgr development process appears to
require and at the same time promote changes imp&eicipation, exactly as argued by
situative theorists (Lave & Wenger 1991; Borko 208% Accordingly, she caters for these
connections, (“staying online, every day”), whicleans not only discipline, but also interest

and relevance:
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Blogging equals sharing for her, always with heathing goal” of being on top of things:
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Recalling KommUNIkation during the interview, she emphasises that she edjaye

workshops because “they created a community*.
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Social networking is very important for her at tbeal and international level:
6 ( ! (™ # %8
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In her words, the discourse in a professional conityudepends on the ability to share
common understandings: teachers share meaningdsmndonceptual frameworks.

The colleagues also have a “cognitive” function feacher A54; they help her to process

information:
6 BC 2 6J+K8 % 6 "4 4 ' (% 2 (
( ( ( #( # 4 "
# % ! ') , ("
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as she also realises in the questionnaires:
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Summary

Overall, this part of the analysis indicated thahe teachers are more active than others. The
data show that even when teachers apparently deamme things, for example attending
workshops or meeting colleagues, there are nevesthestriking differences between them
regarding what they learn from the workshops ana tiey approach them. Two prominent
differences relate to the comfort or discomfortted teachers with regard to theory and to the
possibility to intentionally exploiting colleaguas opportunities for professional learning and
for emotional support. As regards the role thas¢haspects seem to play for the teachers, it
could be defined as a "stretching" function, beeatlsey contribute to extending their
learning environment. In addition, this round of #imalysis indicates that not all the teachers
of group 1 ("with own learning goals") behave isimilar way. With respect to the way the
teachers realise their goals (what they do and ti@y engage in activities, what are their
learning gains), they appear to be split and imsthsplay a similarity with the second group
of teachers ("without own learning goals").

Prominent differences in the way teachers
realise their goals

Exploiting Exploiting
theory colleagues

A54
P73

N51

B282
1312
D243
J106
M96
M171
N95

The teachers of group 1 are highlighted.

Table 4.5 - Prominent differences in the way teexhealise their goals
The next section is devoted to the strategies eyspglaand developed by the teachers,
focussing again primarily on the teachers of grauput still integrating the second group of

teachers in the discussion in order to better pirighe differences among the teachers.

4.2.2 Teachers’ strategies
At the outset of the present study | could not rlyexisting strategies to describe those used
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by the teachers. An exception does appear in H2B07), but the existing teachers’s
strategies described in her study refer ratheedohers’ teaching procedures than to teachers’
autonomous learning. Therefore, new categorieseafning strategies for teachers in the

learning mode were needed for this study.

To categorise the answers of all the participahtsadopted O’Malley & Chamot’s
classification of strategies: cognitive, meta-ctigei and social-affective (O’Malley &
Chamot 1990). They in part coincide with Oxford’mssification (Oxford 1990), who
grouped the learning strategies under two mairgoaies: ‘direct’ and ‘indirect’ strategi&b.
Although these strategies originally refer to laage learning, some of them are still useful
for describing teachers’ learning processes. Othetsich were less appropriate, were
therefore adapted or newly created for the cordéttis study.

As an example that illustrates how the data haes lbead and how these new strategies were
defined, | have summarised a selection of answigendy one teacher to the same question
from different questionnaires: in the middle columre the answers of the participant in

different questionnaries, in the right column thategies that were identified in the answers.

Question 11. Which knowledge have | gained?
(Welche Erkenntnisse habe ich gewonnen?)
(
Teacher| - 9 K# , ! -+ CVT
- 8" I($ "( N4 #
A54 5 'S
-9 LI 4N ,
- ( ) 6! L! VoI -+ 4!
. S i
(W"# X
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/! R ™™ U+ $ ! ' @!
o
-1 A ( -4 #
- ) ( ' - M !
- * 1# #
+" 1 |
I ( 4 4 -6 #
"ol P("#
-, + J,' (44 (

3 For one set of data that surfaced in the answedapted the social strategy “Becoming aware oérgh
thoughts and feelings” as described by Oxford (1991b), because it does not feature among the Isocia
affective strategies listed in O’'Malley & Chamot.
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The classification of the strategies is unavoidabbjelicate issd&’, in the sense that it is not
always possible to classify the statements in araat and unequivocal way. One answer
serves as an example of this difficulty: “Austausciit Kolleginnen sehr wichtig um
Erfahrungen zu verarbeiten’entails a cognitive asgjelaboration of the new input) and a
social aspect (“Austausch” as a collaborative qoietbn of meaning). In these very few

cases, the entry was categorized as both.

The following strategies emerged from the data.yTéwe listed according to the categories
with which they are associated and noted in smaitals*”. | maintained the tripartition
given by O’Malley & Chamot (1990) of cognitive, raetognitive and social-affective
strategies. For many strategies the names usedMall®y & Chamot (1990) were adopted.
However, because the strategy used by O’Malley &r@dt refer to language learning, their
content was here adapted to better suit the tesichercesses. All the names derived from
O’Malley & Chamot are starred (*).

Cognitive strategies
These strategies involve any form of interactiothvthe input from the workshops, mental

elaboration of the input, or cognitive engagementhe part of the teachers.

C1 ELABORATION OF NEW INPUT*is a strategy by which the participants elaboateor
make meaningful personal associations involvingrtee input, or judge-self in relation to
the new information. This is observable, for examph response to question 10 after the
workshops that asks “What knowledge have | gainedR@& teachers’ answer makes
meaningful personal associations or reframes, inglathe new input to their previous

knowledge.
C2 TRANSFER* is the strategy by which the teachers immediateligte the new information
to their teaching. They consider the new input asmaulus to subsequent action and find in it

an inspiration and new ideas that they would likejpply in their classroom.

C3 INFERENCING* the effort implied by the input to oneself in termof workload is another

144 For more instances of difficulty in classificatiofistrategies, cf. O’'Malley & Chamot 1990: 144-Byrther,
all metacognitive strategies could also be seangsitive ones as well.

%5 These are capital characters set at the samethmighweight as surrounding lowercase letters sour
http://en.wikipedia.org/wiki/Small_caps)
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cognitive strategy, which could be seen as thensite of the second strategy: it means that
the teachers associate the new input with theghieg situation and infer how much is to be
done, translating the new information into a peas@ffort or working load. This strategy in
itself is neutral, but in this study it usually oceurs with negative feelings and a subsequent

desire to avoid the workload.

C4 NOTE TAKING* is a cognitive strategy which implies writing dowelevant concepts

during the workshops and taking notes about nearimétion that is considered important.

C5 IMITATING* refers to the strategy used by the participants wdport using handouts
received during the workshops in their classroontearning by observing another language

teacher.

C6 FRAMING is a strategy by which the participants develagtracture for a problem or a
phenomenon in language learning/teaching in a tazgetext and express their appreciation
of theoretical background information as importéot their professional growth’. These
teachers derive assurance and confidence fromyttaeal need theoretical background to act

in a professional way.

C7 INDIVIDUAL RESEARCH is the last cognitive strategy identified and efers to those
participants who reported having extensively redesdt a topic and/or had been teacher

trainers themselves.

It should be noted here that the successive orfi¢hese strategies implies an increasing
conceptual processing: the teachers go one stépefun the cognitive elaboration and the

strategies become increasingly demanding at ediequent conceptual level.

Meta-cognitive strategie$*’
These strategies refer to many aspects of comgotine’s own learning, including planning,

organising and monitoring oneself on the learnagkt They have an executive character.

198 This strategy is a borderline case, it could alsseen a meta-cognitive strategy, in the senséhideachers
intentionally use theory for their growth. Becausiethe extensive cognitive elaboration implied iasv
categorized as cognitive.

147 Oxford includes meta-cognitive and social & affeetstrategies under indirect strategies as wallthis
study they are separated because | use the O’'MatidyChamot tripartition.
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M1 SETTING GOALS FOR PROFESSIONAL DEVELOPMENTMefers to teachers having goals for

their own professional learning, as distinct frararhers’goals.

M2 SELF-MANAGEMENT* is a planning strategy and refers to the teacherderstanding of
the conditions that help them accomplish their tgwaent task. The decision to attend

teacher training or have a study group would fatler this category.

M3 ADVANCE ORGANISER* is another planning strategy and includes the whgsteachers
prepare for the task, using advance organisersesigwing the material to be learned and

their previous knowledge.

M4 GIVING RELEVANCE refers to the responsiveness of the teachers togpertunities of
becoming aware of the personal importance of the tor themselves.

M5 EXPECTATIONSIs similar to M4 and refers to teachers being awairtheir expectations

as a way of tuning into the workshops.

M6 EXECUTION STRATEGY refers to the choice of a specific organisatigriatining strategy
that teachers use to manage a complex task, (spopenson and task knowledge) in a

concerted effort to tackle the task at hand anefteetive in the realisation of goals.

M7 SELECTIVE ATTENTION* Through this strategy the teachers approach tfereit tasks or
the workshops in a focused way and decide to ditesit attention in advance to specific
aspects, for example looking for answers they r@edlentifying problems (or gaps) that

require a resolution.

M8 SELF-MONITORING* refers to the teachers’ ability to observe themeseland identify
whether the situation is challenging (enough) oretlubr there are hindering factors (or
beliefs).Self-monitoring includes self-evaluatingagainst an internal measure of
completeness®® as well as the teachers’ ability to adopt a @iti&tance towards themselves
with which they intentionally seek ways to challentheir own convictions or practice. It
allows the teachers to determine whether they heaehed their goals or not, but also to spur

themselves on towards their attainment.

148Quoting from O’Malley and Chamot (1990: 137).
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These strategies are also hierarchically orderbd, last (monitoring) being the most

demandind®.

Social-affective strategies

The third set of strategies includes affective andial strategies as well. Knowing how to
control one’s own feeling and emotions is very imaot, firstly, to avoid negative feelings
that may hinder progress and action, and secomallgnhance motivation. These strategies
are mainly used to regulate emotions relevantdarding. Oxford (1990: 140) states that “the
affective side of the learner is probably one @f viery biggest influences on learning success
or failure”. She laments, however, that the fewlss on affective strategies reveal that these
strategies are indeed “woefully underuseatid, 143). These strategies play a role not only in

language learning, they also play a role in teathearning as well.

S-A 1 COMMUNICATING WITH OTHERS is a collaborative learning strategy which invalve
interaction with others (mainly colleagues) in arde cope with the task of professional
development. The learners using this strategysedhe benefit of meeting their peers (i.e.
colleagues in similar situations). In such casuaktimgs they informally learn and collect
ideas. As well as increasing their understandihgy tmay feel part of a community with
similar interests, and by asking for clarificatighey finally may feel closer to the complex

meanings that were at issue in the shared sitisaffonexample workshops).

S-A 2 GETTING FEEDBACK FROM OTHERSS another collaborative strategy which indicaes
particular appreciation of experts (supervisors.gicample) or others (one’s students) and the

importance of social interaction as a way to pregire

S-A 3 SELF-SUPPORTINcludes a range of substrategies that aim at negutegative feelings

of frustration, helplessness or anxiety, or indregaone’s own self-esteem, “one of the
primary affective elements” (Oxford 1990: 141). Teategies include having a support
group. Making positive statements to oneself istlaoaffective strategy which refers to

teachers who use self-encouragement to developurgace and confidence.

S-A 4 TEACHING OTHER TEACHERS the teachers using this strategy report the reed

149 This is not surprising, as monitoring is an effidrprocess, like Krashen’s ‘Monitor Theory’ (198about
language learning attests.
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communicate and teach others in order to understaddearn better for themselves. It is not
only by deepening their knowledge about a topid,dtso by sharing their own insights with
colleagues, that the teachers feel they are progpdtieir own growth.

S-A 5 SELF-TALK* involves redirecting one’s thinking by carrying @ talk/a dialogue with
oneself as a means of clear up doubts. The differemS-A 3 is that here the teachers are just

talking individually to themselves, not encouragihgmselves.

S-A 6 BEING/BECOMING AWARE OF OTHER'S POINTS OF VIEW' is a social strategy by which
the teachers perceive and observe others’ thowgiideelings and, in so doing, arrive at a

wider understanding of themselves, which is peeis an enrichment of oned&lf

The results show that some strategies are commoumlitdhe teachers, such as C1
(ELABORATION OF NEW INPUT) and C2 {RANSFER, which is understable; the former because
attending the workshops demands their cognitivelirament, and the latter because they
expect the workshops to be a source of ideas abiicto their teaching. This strategy
confirms a result from another study on teachetrsitegies: “when learning, teachers keep
thinking about their teaching task” (Hahn 2007: Y199

Other strategies common to the teachers in groane the meta-cognitive ones MAE[TING
GOALS) and M2 EELF-MANAGEMENT), the former includes setting goals related to®©oe/n
professional development, and the latter refetheéadecisions taken to realise the goals, such
as attending teacher training, for example.

Among the social-affective strategies, the normalfyeferred one is S-A 1
(COMMUNICATING), which refers to teachers’ appreciation of ott@dteagues as a useful way
of informal learning.

In the next section the strategies used by theh&zacare discussed, in order to determine

whether specific strategies distinguish the teacfrem each other.

4.2.2.1 Strategies used by the teachers
To offer the reader an overview, a table (Table) &8l present the ten teachers and the
occurrences of strategies for each of them.

130 Adapted from Oxford (1990: 147)

31 This strategy could also be categorized as cagnitfiecause by intentionally wanting to perceive &mn
incorporate other points of view into one’s own ceptual framework implies challenging oneself ctigaly.
However, because of the social aspect (the relimncéhe others) and because of the empathic compone
involved, it was included in the social-affectivteasegies.
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A caution is mandatory: the table refers to absolhuimbers (occurrences). Of course, the
teachers who attended more workshops had the apytyrto write more than the others, i.e.

these numbers are only to be interpreted as tereeic be verified in further studies.

Total strategies for each teacher

A54 83
P73 70
NS51 65
M96 62
1312 40
N95 36
B282 28
M171 28
D243 22
J106 8

Mean: 44,2%

Table 4.6 Total strategies for each teacher
Table 4.6 indicates where the five teachers of grbuhighlighted rows) are located. As a
group, these teachers are not consistent, threbeofi (A54, P73 and N51) are above the
mean (44,2%), while two (teachers B282 and I318jest below the mean.
Keeping in mind the caution mentioned above, weacediat teacher A54 has a prominent

position with the most use of strategies compaceth¢ ten teachers of the study and to the
teachers of group 1.

The next section aims at delineating the profilethe teachers in their use of strategies. The
analysis of the data focuses primarily on the fa@chers of group 1 in detafl (discussed in
the order established in table 4.6), and looks &t at the teachers of the second group, but

rather as a group.

The first result appears to be the abundance afegfies used by the first three teachers.
Because discussing all of the strategies would isustainable for the scope of this study,
only the strategies that uniquely characterisetéfaehers will be treated. A diagramme for

each teacher will provide an overview of the teashmder examination.

152 Maintaining the grouping established at the en@ludipter 4.1.
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Teacher A54

Teacher A54 strategies

45

23

15

Ab54 cogn.strategies A54 meta-cogn.strategies A54 social-affective strategies

The means are respectively: cognitive strategie®, Theta-cognitive 22 and social-affective 5,8.

Diagramme 4.1 - Strategies of teacher A54
As mentioned above, teacher A54 scored the highestategy use. Characteristic for teacher
A54 is her being far above the mean in all str&ggi
As regards the cognitive strategies, she showsfenence for some of them GRAMING
and C7INDIVIDUAL RESEARCH, which are the more demanding cognitive strategies
Her most noticeable results concern the use of wsuaitive strategies (45 occurrences
against the mean of 22) and of social-affectivatstgies. The former type will be examined
first.
The meta-cognitive strategies are the dominant tfpstrategies teacher A54 uses and at the
same time the highest score in comparison to albther teachers. She uses all the strategies
of this category. Setting specific professionalelepment goals (M1), preparing for the task
by using advance organisers (M3) or committinge@odoals by reflecting on the relevance of
the topic for her (M4) are only examples of her anebgnitive strategies.
However, the meta-cognitive strategies that pddrty distinguish her are M6, M7 and M8,
to which attention will now be directed.
M6 EXECUTION STRATEGY refers to specific strategies that help the temch#ack>® and
manage complex tasks, such as professional develupr®ne of the most recurring terms
teacher A54 uses is “to focus” (13 occurrenceshtmored in relation to both herself (to the
way of organizing her professional learning taskivall as to her students (this aspect will be
dealt with in the later section “Attitudes towastadents’ learning”). Speaking of what she is
currently doing, whenever she addresses the manytias she is engaged in, she uses the

term “focus” (its occurrence will be highlighted bold for convenience in the following

13| am adapting this term here as derived from RébiFhompson (1994: 94), who refer to the use ofitegnt
word attack strategies”.
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She also uses this term when speaking about hés god how they might be different from

the past:
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Teacher A54 seems to rely on this strategy whemdathe complex task of professional
development: being focused, making to-do-lists, Brehking procedures down into small
tasks seem to assist her in the excution of hekwor

‘Focusing’ seems to be used in the sense of réetithe attention to one small point: by
obliterating the surrounding context in order to@entrate on one item (or on a restricted
amount of items) and by breaking down the compjexito little manageable bits, she
manages to produce “little changes”. This is a @ssavhich she appraises, by using strategy
M8 MONITORING, the meta-cognitive process of monitoring onesbif, which she can
recognise that something in herself has changedameévaluate it.
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Ticking things off seems to be a means for herettige sense of having completed the task
and may also give her a positive feeling, thusasnstg her self-confidence.
Other examples of using the meta-cognitive stratd@yare to be found in the answers to
guestion 19 of the questionnaire, which asked #aehers to self-monitor and detect what
they probably would not be able to apply in theadhing and why. She is one of the very few
teachers who took the time to answer this queslibis could be interpreted as a sign of great
responsibility for her own learning and of monitayiability.
Belonging to monitoring as well are some exampfeset-evaluation, which seem to be a big
issue for teacher A54. Interestingly, she doesonteal her weaknesses in this area:

6 " # 4" , ( # (., " ( "l

(: ! ;o %
Her doubt is related to a bigger concern, sucheasvéry individual professional sense, as

evident in the following reflection of teacher A54:
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She concretises with her comment the dramatic cpresees of being freelance teachers.
Due to the particular nature of their job, thesschkeers do not seem to have a value and are
extrinsically compelled (from the market) to evakughemselves and to look for their own
professional identity. She also expresses theflibl this represents an additional load that
freelance teachers have (“it costs me a lot ofretiad it's a bit tricky”) which in contrast
“established teachers” do not need to accomplish.

Another type of meta-cognitive strategy that chiazes teacher A54 in her approach to the
workshops is MBELECTIVE ATTENTION, according to which she seems to decide in advance
what to direct her attention to. She comes to thekghops with questions or problems that
need an answer and a resolution, as the followktaets indicate (they refer to her answers
to question 11 of the questionnaire, i.e. what Kedge she thinks she gained by attending

the workshops):
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From these answers it is apparent that she fouadfitenation” and clarification of doubts
she had had before, for example whether the conuativé aspect may constitute the bulk of
competencE”. Overall, she displays a focused approach fonditg a workshop, which is
consistent with the MGEXECUTION STRATEGY..

As for the social-affective stategies, with 15 acences, teacher A54 is also the teacher with
the highest score for this kind of typically “undsed” strategies and clearly above the mean
(5,8) as well. The strategies that mostly charaener under this aspect are S-AB.F-
SUPPORT S-A 4 TEACHING OTHER TEACHERS and S-A 6BEING/BECOMING AWARE OF
OTHERS'’ POINTS OF VIEW

Through the strategy S-AsELF-SUPPORTteacher A54 seems to come to terms with her need

for reassurance and support.
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Her answers to question 12 show that she acknoetetite gains from the workshops, not
only in cognitive terms (knowledge), but also ifeafive terms (confidence):

+ 6 s6 ? 2 ( 'G
K$ #
Another strategy that she reports using intentignal S-A 4, which refers to teaching other

teachers:
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This strategy, which echoes the saying “if you wanlearn something, then teach it”, serves
a specific learning need to understand an issaemh, and the other colleagues are a means
for her to reach this end.

S-A 6 is the strategy used to incorporate othentgoof view. Apart from the metaphor of

“opening the door'®®, symbolic for her openness towards others, shg often speaks of

1% Her focused approach surfaced again during theviiw, when she spoke about her habit of idemiifya
problem before attending workshops.

13%Cf. Chapter 4.4.1.1 Attitude towards one’s owrréag.
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“significant others” and of colleagues being impaitfor her professional development.

Teacher P73

Teacher P73 strategies

36

20

14

P73 cogn.strategies P73 meta-cogn.strategies P73 social-affective strategies

The means are respectively: cognitive strategie®, Theta-cognitive 22 and social-affective 5,8.

Diagramme 4.2 - Strategies of teacher P73
Teacher P73 is not dissimilar from the previoushea In common with teacher A54, she
also does not deploy the cognitive strategies CBafd C5 (inferencing effort, note taking
and imitating) and exhibits preferences for EBMING and C7INDIVIDUAL RESEARCH. In
the entries of the questionnaire responding tajthestion “Was war fur mich heute in diesem
Workshop besonders wichtig?”, she wrote “the théoBhe also has researched intensively
about the language acquisition of children.
As regards the meta-cognitive strategies, likeheaé54, she also uses all of them. The ones
that most characterize her are MBECUTION STRATEGY, M7 SELECTIVE ATTENTION, and
M8 SELF-MONITORING. Similar to teacher A54, teacher P73 has a sjgeexfecution strategy

(M6): she concentrates on one thing at a time.

*B? B? B 2 1l (ot A ! G
E # ( 044 ! # 1" 0144 |
, ( . (0144 # ) #! # (
8! # v 4 # ‘0144 (5
(I Y 1 v, (" K I( Co
' 1) 6 ( (0144 ## 1(
HN, # I G "6 oL (# (
( I( # o ## N, "$ (0144 #! !
s SI((, $ & (A L)
' 1( 0144 I ( o144 ( ! )
( ™ I % %%% $ ! # & |
' L1 # 0144 o #Yy# # 5 (
# A S (1 # #01 9"$ (/( 5
# o1 Z+ o Z ( N, ( )
4 ( HN, ( 0144

4,( 044 Z%
# ( Lo # Co%

153



4 Teachers as learners — Discussion of results

2 , (L ## 1( N/ # (#A
! T <1( %1 # 6 1I( 0144
! L) <

P73’s strategy to achieve some change in her tegamd to develop herself as a teacher is to
concentrate on one of her groups. “Concentratetatds focused attention (similar to teacher
A54) and implies a reduction of volume and of coexgly. However, despite the similarity
with teacher A54, she seems to use this stratedly avidifferent rationale and goal. For
teacher P73 the reason to rely on this strategjsea®t so much the reduction into small
portions as with teacher A54, but rather to preveself from “becoming lazy” and not
doing anything more. What she aims at through strigtegy is trying to maintain or protect
her own involvement by creating targeted matefiaone group. ‘Resting on one’s laurels’
seems to be permitted only after she evaluatescthagsroom situation as satisfactory
(implying that she has an individual mental repn¢sion of standards), or after she decides
that it works well enough to turn her attentiorotber groups.

One meta-cognitive stragegy peculiar to teacher iB78I8 SELF-MONITORING There are
many occurrences of self-monitoring in her answerthe questionnaire and in her interview.
Similar to teacher A54, she is one of the few teeshvho responded to almost all the post-

workshop questions, and also to questions whiche wesglected by the others, such as

guestion 19:
+ ;*B? FB?
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Another example that points to the effect of setfamtoring on her development is evident in
the following quotation, which indicates teacheBRippreciates the fact that the workshops
were not language-specific, (like the ones thatshelly attends for Spanish teachers) and

makes explicit that she “saw” (i.e. realised) tela
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It seems that there was some monitoring activifyh@r ‘professional system’) behind her
insight, if she specifies that she realised itetat This recurs again during the interview when
she judges which were the gains of the workshopedoand identifies that the questions and

the feedback of different kinds of colleagues spditier to reflect:
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Through reflecting on the benefits of the workshagise understands “later” that what the
other colleagues were saying is of relevance totber Her becoming aware that their
questions were important for her development inspieme monitoring activity on her part
and results in a broader horizon, an enrichmentenfthinking, which she defines as the
‘added value’ of a workshop for language teacher$ér.

Another example of the strategy M8 is her speeifay of approaching the workshops:

*B? ? ) ! (o Y # O# w4 #
91" (G
"Being sceptical" seems to be her way of challegdierself, of maintaining a level that is
demanding enough, which is the ideal preconditiomativated learning.
Teacher P73 is very strong also in her use of baffiective stategies. She considers having a

support and a study group very important (stra®g\3):

B2 C? 4 # / (' "$ (& ro
" ' ", (#  J44 ' G
E$ # ! (# o, 1 #
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The group of colleagues seems to achieve a blemobgiditive and affective (“beruhigend”)
functions for her. The strategy S-A 3 includes oteeamples of self-support. Teacher P73
indicates them on many occasions during the ind@rvi

*B? = CF% Q ( , 4" ! " (!
4" (4% G
91 1 (1'% | Lo

Other examples of social-affective strategies serfahen, speaking about the difficulty to
self-assess her own professional knowledge, tedh&finds positive words for her sense of

professional competence, demonstrating SSBGZ--SUPPORTtO reinforce her self-confidence:

*B? " # 4" (Y " a# C(
T %

A peculiar social-affective strategy for teacheBRY S-A 5 (self-talk), by which she reports

carrying out dialogues with herself :

*B2 2 N, (' ( L( %
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This strategy appears to have many functions, wgrnirging herself and reminding herself
about very important things, and it seems to undetipe strategy M&ELF-MONITORING

because by means of these self-dialogues, she mewrag monitor herself, to remain
“sceptical” and open to other perspectiVésnd to motivate herself not to become “lazy”,

which is extremely important for her.

The last strategy that teacher P73 uses in reladidrer social-affective dimension is S-A 6
BEING/BECOMING AWARE OF OTHERS' THOUGHTSThis refers to the occurrences in the
entries and during the interview in which she nmamdi her need to remember that there are
other perspectives. This aspect surfaces for exampher post-workshop evaluations about

what was of particular importance for her:

+ ;*B? FB? C? ?%2 "$# | ( #2, 4" ( G

E# L ( (8 (( *l,
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These entries sound like ‘memos’ whereby she taegsemind herself of what is important for
her and seem to point to both a willingness to @keognitive challenges (different points of
view) into her own framework, as well as to somgrde of empathy’. Overall, these entries
seem to indicate an explictppreciation of the differencesin the points of view of other

people (colleagues, trainers, learners).

136 This will be elaborated further in the section.4. “Attitudes towards their own learning”.

" The attitude behind this aspect will be examinledar in the section 4.4.1.1
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Teacher N51

Teacher N51 strategies

37

17

Al

N51 cogn.strategies N51 meta-cogn.strategies N51 social-affective strategies

The means are respectively: cognitive strategie®, Iheta-cognitive 22 and social-affective 5,8.

Diagramme 4.3 - Strategies of teacher N51
The third teacher in the order of strategy usegasher N51. She is similar to the previous
two teachers with respect to the kind of strategraployed.
Peculiar to her is the cognitive strategy BAMING, which refers to her need for creating
functional organisers for her own learning, whitle €alls “parameters”. This strategy takes
the form of creating a coordinate system. Teachgl Btresses in the entries the value of

theory for her:

+ ;ESF? ?=C2 "$# ! ( #2, 4" ( G
J R !

+ ,ESF?=B ? J ;

This strategy seems to have a prominent meaningeigrand seems to underpin her need to
be aware of what approach may inform her teachafig“The difficulty of engaging with
theory” in 4.2.1.1).

Her way of tackling the task of professional depetent is managed through the meta-
cognitive strategy M6 as execution strategy, adogrdo which she develops a coordinate
system that helps her determine her own positioa &sacher. For example, speaking of her
interest in intercultural issues, she expressesnked to “enframe this phenomenon, this
knowledge in the teaching practic®. Theory seems to have for her the function of a
compass, that serves for orientation. This issuenas trivial in teacher professional
development, as increasing demands placed on tsatidude having a sound knowledge
base (Kelly 2011: 33; cf. also Chapter 2.4.5).

138 «|nquadrare questo fenomeno, queste conosceniaemkito della lezione “ [77].
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She explains this need for a reference systemivetlacademic learning habits, she is namely
accustomed from her university courses to devetppirameters” for studyirg’ that she
then needs as criteria for framing problems anchpimeena. (This aspect will be addressed
during the interview and clarified in the sectiofttitudes towards one’s own professional
learning”).

She also exhibits person knowledge when she reguatsevaluating the benefit of teacher

training for her is necessary and requires thehieaco think back after a while:

E CC # 4 #l ( !
S##( ;" by (™1UtP " # %

This answer seems to indicate that she is in s@geed accustomed to self-monitoring (M8),
and to checking changes in herself, as entries Qoestion 12 also indicate:

+ cESF? 2?2 2 ( 'G
1 « ¢,
+ cESF=S B ' I (

Monitoring extends for her to include assessmemtthis regard, she indicates that after
attending the workshops and the master course gnfleimg confronted with different
theories, self-assessing has become less diffiidtause she now knows “where she
stands*®*,

In the area of the social-affective strategies, sbems to appreciate S-A 1 as a form of
collaborative elaboration, through which she rdsetates the contents of the workshops.
Several examples of this are her answers to thé-questionnaire, which present her
reflecting over the workshops. She considers they tontributed to spurring her reflection

and pinpoints that this was due to exchanges vintieresting” colleagues, here is a selection:

+ :E SF?= B 2%2 "$# | ( #2, 4" ( G

(11

+ ;ESF ? B ?2%2 "$# ! ( #2, 4" ( G
/
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139 “venendo dagli studi universitari, dove uno & adiib a imparare e a farsi certi parametric” [220].

180 secondo me si deve anche un po’ depositare, urordeditare sopra; subito, in fretta, per me effécite.

181 “fino ad adesso era abbastanza difficile, forsesad che vedo un pochino quello che c’¢ in girorento
conto, cioé, se non sei confrontato non sai dotrevi” [198].
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In addition, she is one of the few teachers whoaasidy group with other colleagues, with
whom she is preparing for an exam, to qualify feeaching specialisation diploma.

Like teacher P73, she also seems to use SBA@MING AWARE OF OTHERS’ POINTS OF
VIEW and is able to acknowledge others’ perspectiveisonly from “interesting colleagues”,
but also from her students. Among the factors firamote changes in her teaching she

mentions the needs and the demands of her students:

E = # # " -#4 (" # ( # 4'#
1 @ ! %

This seems to indicate that she tends to considertdaching as a “construction site”,

something to work on.

Teacher 1312

Teacher 1312 strategies

20

15

1312 cogn.strategies 1312 meta-cogn.strategies 1312 social-affective strategies

The means are respectively: cognitive strategie®, Theta-cognitive 22 and social-affective 5,8.

Diagramme 4.4 - Strategies of teacher 1312
The first striking result regarding the strategised by teacher 1312 as well as the next one,
teacher B282, is that the two teachers displayuessof strategies overall and are below the
mean. The other difference is related to the typsrategies used.

The main strategies that characterise teacher #&2the cognitive ones, GIOGNITIVE
ELABORATION. Attending workshops is a strategy to gain new sdia teacher 1312. She
elaborates the new input, associating it to heasin:

162 Certe volte ad esempio anche le esigenze di cersisti, non so, per esempio, i problemi che nmigezmo
posti e che quindi mi richiedono una risoluzione.
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The instructional dimension is very important to,hmaanifest in the strategy GRANSFER

by which she relates the input of the workshophéar application in the classroom:
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One of the most recurring strategies that teacB&2 mentions is CBNFERENCING, which
refers to the tendency of the teacher to consider much works is implied if she has to

implement the ideas she encountered during theshiogs. There are many examples of the

the mental “translation” of the input into practiedfort:

+ ,?2SF ?27?7?
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? CL("# 8
rG:rr o # %

+ ;2 SF??

%2 (JH"SH G
+ 1 (D' !

Effort emerges also while preparing for the tastoteethe workshops by recalling previous

knowledge on the topic:

+ ,?2SF?? ?

%2 7 $
1 6' #

(! J#G
5 1 ! '

She mentions her preference for having handa@gsMITATING) and relies on the cognitive
strategyC4 (NOTE TAKING):

? 44 (# 4 ! (
%

She uses the questionnaires to prepare for thebtasknploying the meta-cognitive strategy
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M3 ADVANCE ORGANISERS She reflects on her expectations as a way disgjdo her goals:

2%2  +, $ # 1! G

+ ;2?2 SF?? =C ! (

+ :?2SF?= =C A (

+ ;2?2 SFC?=C K# 1
+:?2SF ?2=C ( J-# ( 8,

It seems important as well to reflect on the reteeafor herself of the topics of the
workshops (MA&RELEVANCE):

%2l (JH"SH G

+ :?2SF?? + | (D" !
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She exhibits some strategies that help her managenhotions. The ones that surface are S-A
1 and 2. The former, S-A COMMUNICATING WITH OTHERS, explains that she appreciates
discussions with colleagues as a form of collaldgaelaboration of the new input. The
strategy S-A ZETTING FEEDBACK FROM OTHERSupports her in her need to have feedback
from experts. When answering the question about Wakped her most for her development
as a language teacher, she emphasises the impoftanicer of talking to expert colleagues
when discussing teaching problems, especially sigms and getting their feedback.

She also uses S-APEACHING OTHER TEACHERS as the director of a language school, she
organises training sessions for the teachers whk f@o her.

A look at the strategies that she uses revealssti@tdoes not rely on the more demanding
strategies C6 and C7 and M6, M7 and M8. Overa#, diplays an overreliance on cognitive

strategies and less on meta-cognitive and sodiettafe strategies.

Teacher B282

Teacher B282 strategies
13

10

B282 cogn.strategies B282 meta-cogn.strategies B282 social-affective
strategies

The means are respectively: cognitive strategie®, Iheta-cognitive 22 and social-affective 5,8.

Diagramme 4.5 - Strategies of teacher B282
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Not dissimilar from teacher 1312, also teacher Ba&blays a use of less strategies than the
first three teachers mentioned above. This deiliivggrt from having left out many answers
in the questionnaries.

She seems to be cognitively engaged with the imptiite workshops and uses for example C1
(COGNITIVE ELABORATION) while reflecting on the benefit of the workshop ffier:

+ ;9=SF?? 2C (9 ! ( ,
Deriving ideas from the workshops that she canyapplher classroom is evident when
relying on C2TRANSFER as a form of cognitive elaboration of new infotioa for
application in the classroom:

+ :9=SF?? ? E! (

+ ;9=SF ?2C4, OQ
The strategy CBN\FERENCINGalso appears in her repertoire: she appraisesitoeing input

and infers the implied effort:

+;9=SF 77 %2 +, ' G
U Co( %% # A rooury

C5IMITATING and CANOTE TAKING are in her repertoire as well, the former as gstigfor

the latter, as she explains in her appreciatidmaoflouts:

9= 2 o o, #(H o
(! @' " 'l % | ol
. 44 (( ! ; 4; # %
C5 is also evident when she elaborates on the npwt as ideas that help her in her practice
and that can be used easily:

9= B ( (G ! 44 # I
%9l # # G I (! # 4%

As meta-cognitive strategies, she uses the strd#®b%IVING RELEVANCE to associate the
insights from the workshops with herself and tdectfon their relevance for her:
?2%2 +, $ # ! G

+ ;9=SF?BC4, &# !
+ ;9=SF C6 ! "$(4,% &+ 1Sel"' !
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Similarly, she answers question 2 “Warum ist dasnia fur mich wichtig?” with

+ ;9=SF=7? #I"( QL !"" (" (!, ##
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In addition, she is active IBELF- MONITORING (M8), paying attention to what teaches her.

She reports that selecting materials has been miendhat helped her in her development:

9= ;! # )RR A { ;
# LI % g ;%%%% %
During the interview, too, it is clear that somegeee of monitoring herself is behind her

words:

k: , " ( ;4 # : " I(

Although she takes it with humour, she is conveyirgawareness that there is a discrepancy
between her goals and her achievement, and | leelieat this is made possible through
monitoring. What seems to be missing are the réigulatrategies that would be necessary to

intervene and correct the course of action andovgeachievement.

At the social-affective level she displays someragpiation of social aspects with S-A 1
COMMUNICATING WITH OTHERS

9= =M ;! , " "1 ( " #H&E, 2, 4
N I G - ! G
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Affective statements are present in her questioasan terms of displaying less confidence,
either as a negative feeling of being left with ith@apability of preparing materials (“es bleibt
die Schwierigkeit, das z.T. erhebliche semantisktagerial vorzubereiten / aufzubereiten,
ganze Reihen zu entwickeln”) or of concluding, thla¢ is “not being so far” as she wished to
be.

Like teacher 1312, she does not rely either omtloee effortful strategies C6 and C7 and M6,

M7, but she does not use social-affective straseggeoften as teachter 1312 does.
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A note is necessary regarding teacher B282, becahseis a language learner herself.
Whereas the other teachers teach in their own modingue, she teaches translation classes
(English into German) and she in fact mentioneddéeelopment of her language skills as
one of her goals. This suggests that an explanatidhe findings related to teacher B282
could be that her competence could be displacea language acquisition rather than on the

development of teaching competence.

The strategies used by the second group of teachers

The remaining teachers in group 2 exhibit overad of fewer strategi&¥. They indicate an
overreliance on cognitive strategies on one hand,aavery limited use of meta-cogntiti¥e
and social-affective strategies on the other.

They seem to rely on OMITATING, either in the form of “fertiges Material” or obllegues
they observe, as the following two teachers suggesicher D243 for example, expresses
several times the wish to apply "one to one" thé¢enma, or to receive links where she could
find materials, “es war allerdings kein konkretesidpiel dabei, das ich 1:1 umsetzen
konnte“; “aber ideal ware natirlich schon fertig@aterial zu finden®; * ich hatte mir gerne
noch mehr Material gewlnscht.” [Entry D243, Q192148; Entry D243, Q243-244: 136].
Also in the case of teacher M96, the strategy IBEATING stands out. She refers to
colleagues as being helpful for her developmethgeiby talking to them or observing them.

While considering which options helped her mosg, stated:

AC B N Ly ( "## (' "$(5 ",
# o4 (! I ' %A "

( ( (# % L# R
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This group of teachers displays the same self-atialn weakness as the teachers of the

firstgroup examined above. In this regard, teadi&i71l is emblematic; she pinpoints one
aspect of this problem:

AB B C+ ! # # (™! %%
F% 2:.G
9! # | o #4 ! :

183 The Appendix 5 contains the diagrammes of theegiies used by each of the remaining teachers.

184 One exception is teacher M96, who, compared tather teachers, displays a higher use of metaithogn
strategies (M3AVANCE ORGANISER M4 RELEVANCE, M5 EXPECTATIONS. Her high score might be
explained by the fact that she, together with tea&b4, attended the largest number of workshopd1h In
regard to the reflective framework of the workshaghsring the interview she explained that reflegtivefore
and after the workshops was not useful for her,taatishe completed the questionnaires as “feedtmattie
trainers, not as reflection for herself”. Nevertss, she actively took part in the reflective esises.
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4.2.2.2 Strategy profiles of the teachers

The analysis conducted in this section indicated there are critical differences in the
strategies used among the teachers of the firsipgfavith own learning goals”).

Three teachers, (A54, P73 and N51), are similathm strategies they employ and are
distinctively different from the remaining two (B28&nd 1312). This outcome reflects the
differences and the split examined in Chapter 4ot practical reasons, | will refer to them
respectively as subgroup 1 (the teachers A54, R@3\N&1) and subgroup 2 (B282 and 1312).
The results and their consequences for the profesisidevelopment of the teachers are
summarised in the following.

The teachers in subgroup 1 do not make use of sogwtive strategies (CBIFERENCING

C4 NOTE TAKING and C5IMITATING). Instead, they display an extensive use of allame
cognitive strategies and are the only ones who oelythe elevated processing and more
demanding ones CBRAMING and C7INDIVIDUAL RESEARCH. What is striking is that
employing specific strategies seems to be a detamhi Two teachers of subgroup 1
demonstrate exceptionally well the fundamental fiomcof specific strategies in professional
development. Demonstrating person and task knowledigacher P73 is aware of the fact
that it is impossible for her to change everythaigonce and therefore adopts certain
strategies, such as concentrating on one groupashérs at a time and meeting with other
teachers to develop professionally. By cyclicatigdsing on one thing at a time, she succeeds
in renewing her teaching repertoire and gettingl#éaeners’ progress moving into the right
direction. Teacher A54 displays a similar patteaisp she is aware of how much there is to
learn (“it is like opening the door and then sudgeou realise how much more there is”),
and accordingly, she adopts a strategy similagacher P73: she “focuses”, makes to-do-lists
that help her stay on task and breaks down hesgot small tasks that then result in “small
wins” for her. At the same time she likes to shaii other colleagues as well. In so doing,
she enters a cycle of change, as she explainge ‘@hange and refocusing”.

The teachers in subgroup 1 may differ in the raienbehind their use of strategies
(preventing “laziness” for teacher P73, or simpiify complexity in small “wins” for teacher
A54). Despite the differences, however, the maisratteristic of these strategies is tegy
render the task of professional development managbke for these teachersFurthermore,
what is essential to these teachers is that theyd a loss of job satisfaction This is

expressed very clearly in the affective goals thieaehers set themselves (‘being happy as a
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teacher’ and ‘growing old as a teacher’). This mtsi us of what Corno (1993: 15) claims
about self-responsible learners: once they “mowenfmplanning and goal-setting to the
implementation of plans, they cross a metaphoifugbicon”, which implies that they take
charge of their learning, protecting their intensand goals.

The teachers B282 and 1312 in subgroup 2 do noh $eaise particular strategies at hand and
exhibit primarily a use of the strategies from @1Q@5, and a reduced use of the meta-
cognitive and social-affective ones. Despite mamtp activity in identifying failures or
divergences between their goals and outcomes (fiaget as far as | would like to get”, for
teacher B282, or being afraid to publish a booktdacher 1312), they are not able to develop
coping strategies that allow them to break dowsdhdemanding tasks into manageable units
and thus come close to their goals. They do nosaBaliagnosis to self-correct, and respond
rather “with self-handicapping emotionality” (KuBDOO: 115). This absence of control over
the outcome of their efforts seems to suggestemtdtearned helplessnes&” (Schunk et al.
2010: 92-3) in these two teachers. With respedhéoway these two teachers realise their
goals (what activities they engage in and how) aitll which strategies, they belong rather
to the second group of teachers ("without own legrgoals™), which will be summarised in
turn here.

As regards the remaining teachers (Group 2 "withown learning goals"), isolation
(“Einzelkdmpfer”, as teacher D243 several timesn#sf the situation of the teachers) and
practice orientation (overreliance on experiencedchers, handouts or trainers) are the
prominent features. For these teachers knowledgensdo be embedded in competent
teachers, however, as Cochran-Smith & Lythe (19881) argue, “practice is more than
practical”. Indeed, teacher trainers or colleagmey function as 'models'. Bauer (2005: 9)
argues that to be able to recognise a model as@eshipposes that the teachers know what
their goals are. Nevertheless, the case of tedd9ér illustrates how complex the situation
can be: teacher M96 searchs for orientation in &tgydi.e. in colleagues, trainers and peers,
although she repeatedly said in the interview 8t does not know what her goals are. If
Bauer's assumption is valid, then either teache6'$18trategy @5 miTating) automatically
means that she has clear goals for herself, oisstiely not aware of her goals. The first case
is not supported by the data. According to the emation of teachers' goals in Chapter 4.1,

she was assigned to the second group of teachées.s&cond case (unawareness of

185 This term is used in the literature about researcimotivation and indicates the tendency not tcgiee a
relation between behaviours and outcomes and tather passive (cf. Schunk et al. 2010).
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developmental goals) may be one plausible explamatnother explanation could be that
she adopts the strategy C5 of learning by obsemihgrs bypassing the necessary reflective
work implicit behind it. This in turn could meantler that she is not accomplishing the
reflective work only in that situation (i.e. at retage of development), or that her behaviour is
typical of employing this strategy at a first orcartain stage of development, (i.e. staged

progression within a strategy) or that she is byipasreflection out of hait®.

The contrast among the teachers in subgroup 1 #idi@monstrates for the first subgroup
the attempt to make a connection between the foknaWledge of a wider professional
discourse, their thinking and their practice, ar@mtion which was not as easy for the other
teachers to establish. The results suggest that strategies can play a key role in helping
the teachers realise their professional aims aray/@&mcoming the difficulties involved in the

process. The critical effects of those strategieslstrated in the following figure:

overwhelming
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PROFESSIONAL & tasks to pursue 9
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RESEARCH M7 SELECTIVE S-AS SELF-TALK
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VIEW
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Figure 4.2 - The effects of strategies as suppdyediata related to the teachers in subgroup 1

1% The data at our disposal regarding the stratedfesot allow us at the moment to discern developaten
stages in their use, i.e. whether the use of ttaegfies could signal at which stage the teachersvhen
employing them. More longitudinal studies wouldregquired to detect this developmental aspect inhiea
professional development.

157 with regard to their learning behaviour (actiétiand strategies) also the remaining teachers (Gpaould
be included in the latter.
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Nevertheless, the results indicate that the competeof self-evaluation proved to be
insufficiently developed in both teachers' groupsm the answers of the teachers, it seems
that they lacked orientation in this regard. Theit the need to look for comparisons or
determine their market value in order to defineirttavn ‘professional sense’. Specific

support thus seems to be required in this'&fea

Summary

In this section the attention had been primarilyued on the teachers of group 1 in their use
of strategies.

The attempt to delineate a ‘strategic’ profile bé tteachers demonstrated that overall the
teachers of group 1 were not consistently simitaa group. As regards the strategies chosen,
the subgroup 1 of the three teachers A54, N51 affl 8emed to be assiduous users of
strategies, and to be well-equipped with a vargetsof cognitive, meta-cognitive and social-
affective strategies, which enabled them to talkalehges more willingly (they even sought
them out). These teachers relied less on judgmeeategies (such as3 INFERENCING,
maintain a focused attention on their goals andouar means of pursuing them, were
attentive to their positive emotional well-beingteachers as well and acknowledged the need
of the social dimension as indispensable for thmiofessional growth. Due to these
characteristics, they were rather in a ‘challengingd collaborative mode’ (Schunk et al 2010:
159-160) and indicate an overall balance of cogaitimeta-cognitive and affective

dimensions.

For the remaining two teachers of subgroup 2, ®aB282 and 1312, less use of strategies
was evidenced. Some, such as the last two demaodgtive strategies do not surface at
all. The teachers were in a rather ‘judgmental modeticipating the potential work that
would ensue from implementing the ideas gained froorkshops or other professional
development activities. Two meta-cognitive stragegiie EXECUTION STRATEGY, useful for
managing complex tasks, amd SELECTIVE ATTENTION for participating in the workshops in
a proactive way, were not employed either. Thegiagon of social aspects (informal
learning with collegues) is indeed acknowledgethaaigh not exploited as much as by the
teachers mentioned previously. Finally, the soaftdctive strategies beneficial in managing
emotions and maintaining a positive emotional hbakkewere lacking for this subgroup of
two teachers. As regards the strategies that waad, Uhese two teachers belong more to the

188 This will be addressed in the Implications.
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second group of teachers (Group 2 "without owmliegy goals™).

4.3 Impact of goals on professional development

As established at the end of the section “Languagehers’ goals”, grouping the teachers
according to their goals produced the followingutess

Group 1. the teachers with ‘own learning goals54AB282, 1312, N51, P73

Group 2. the teachers without ‘own learning godd43, J106, M96, M171, N95

| focused on group 1, guided in the analysis bydghestion of whether their goals were also

reflected in the learning behaviour (as expressdba activities they engaged in), and the use
of strategies). The results so far demonstratet ttiea teachers in the first group do not

automatically behave consistently as a group. &akta striking consistency is evidenced for a
split in the group, which will be summarised instisiection.

As far as professional development activities amecerned, not all the teachers who have

“own goals” display the same behaviour, they avedéid. Only three (teachers A54, N51 and
P73) share the same learning approaches, as ntadifes their engagement and in their
orientation towards difficult and demanding aspeaftgrofessional development, such as
dealing with theories in language learning andhe®r These teachers seem to see a learning
opportunity where other teachers may possibly déstomfort or avoid effort. Finally, when

strategies are concerned, the teachers A54, N5SP@Bdgain form a distinct group. They are

able to develop specific coping strategies thatvalthem to break demanding tasks into
manageable units and thus approach their goals gfiéctively. This was not the case for the
other two teachers who scored rather low in styateg.

A major weakness was identified across all the heex in the area of self-assessment,
notoriously a difficult part of the learning prose@Huttunen 1986: 163). However, it is also
worth noting that the role usually attributed td¢f-ewaluation is that of an essential “road to
autonomy” {bid. 163). When this is omitted or missing, an importpart of the learning

experience is missing as well and the control ¢te@ming may be prejudiced.

The results so far have thus produced evidencefdiiatving one’s “own learning goals”
may in itself be an indicator of subsequent learniegdviour, but not always. A consistency,
l.e. a match between learning goals and learniniga\aeur in order to reach specific
goalscould be observed for only three of them.

For the three teachers in subgroup 1, A54, N51Rifgl the goals are then reflected in the

169



4 Teachers as learners — Discussion of results

way these teachers act and arrange their prame of proximal developméntin terms of
global engagement, (being more active and devejopiare strategies than the others). They
employ more higher-level strategies (either cogaijtimeta-cognitive and social-affective)
and approach their development task holisticallye Bame was not true for the remaining
two teachers, who, in regard to their learning beha, belong rather to the second group of

teachers (Group 2 "without own learning goals™).

The difficulty the teachers have, as learning psi@nals, to define objectives for themselves
iIs also confirmed for other learners, like those research on language learning.
Conceptualising the “learner as manager”, Holed719.49) points out how this part of

learning is the most difficult and explains thaé timain reason is related to their lack of

awareness of the personal responsibility for deimg

It is the part of the management process bearingedefinition of objectivesvith
which learners seem to have most difficulty, and ftbr two main reasons. First:
they seem to be utterly unaware of the fact thatives are not acts of God to
submit to but that they can, and in fact must, h@sen. [...] (italics in original).

One consequence for the teachers of group 2, irgavhat Holecipid. 151) claims, is that if
learners do not set objectives for themselves,y“thleviously can not assess their progress
and the relevance of their objectives to their séedhis means that they also disregard
assessing whether the techniques which were saifabltheir objectives. In addition, they

can not direct their learning to realising objeesivf the latter are not fixed.

In light of the differences that became appardm,results suggest a revision of the teachers’
grouping (Group 1 "with own learning goals”) intevat subgroups. The first subgroup
(subgroup 1 - teachers A54, N51 and P73) is cheniaet by a match between goals and their
realisation, the second (subgroup 2 - teachers BR821312) displays a divergence between
the goals and their realisation:

Understanding the subjective interpretations of tdkechers towards their own professional
development was one of the central questions withigistudy. Further questions arose from
the findings presented above. It is in the natdrthis investigation to operate regardless of
the number of the participants, i.e. regardlesguaintitative measures. Therefore, in line with
the nature of the qualiative criteria that guided present study, such as for example the
sensitivity towards the different perspectives andanings’ of the participants (cf. Chapter
3.1.2) and with Denzin & Lincoln's (2000: 3) catirfmaking “sense of [...] phenomena in
terms of the meanings people bring to them?”, tlseaecher was then urged to verify and look

for answers why some teachers in the first groupiegaved differently. These results will
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serve as a springboard for subsequent analyskifotlowing section, in which | will focus
on further elements in the data that may supporegct the groupings. Therefore it is now
interesting to further investigate the followingesgtions:

Which other factors may influence goal-setting prafessional development?

How do individual factors relate to the learnindgnéeiour of the teachers?

4 .4 Individual differences

The specific focus in this section will be desardpiwhich characteristics seem to distinguish
the teachers. Both subgroups of teachers “with laming goals” were examined according
to the following aspects that resulted from thelgsis of the interviews: they produced

evidence of differences in terms of attitudes, @wass and motivatiofy.

4.4.1 Attitudes towards learning

In this section the focus will be on both teachatsitudes, first towards their own learning for
professional development and then on the way timy their students’ learning.

The aim is to detect what characterises the difie@s in the learning behaviour in the two
subgroups that have emerged so far.

4.4.1.1 Attitude towards one’s own professionalrieag
During the interviews, some tendencies became epvidéh regard to the attitude of the
teachers towards their own learning. In genera tdachers in both subgroups seemed to be
sensitive to the epistemological pressure to peid@slise, in other words, for the need of
lifelong learning, which has been increasingly azited in the educational field over the last
decades. The difference between the groups is@mudidegree.
The salient characteristics are summarised andtriited in this section through examples
from the interviews:

1. opennessslearning with reservations

2. self-responsibilityvs delegating behaviour

Openness, “lifelong learning” vs learning with reseations
A striking feature of the attitude of the subgrolifteachers P73, A54, and N51) is their
openness. Teacher P73 is exemplary in this respertg characterised by a critical stance

towards learning:

189 Contextual factors are important in any learniitgagion. They were addressed in Chapter 4.2.1.thén
context of the support the teachers receive fragir thstitutions. This did not yield results, agith was no or
minimal support received by the teachers from thtitutions, although the programrf®mmuUNIkation
was indeed a supporting professionalising initefior teachers at Bavarian universities.
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This sounds like a manifesto, a very pronouncedqurel theory of professional learning. Her
openness is emblematic in her willingness to accodate new and foreign perspectives,
which are explicitly mentioned in the way “andereule .... die anders sehen”.

In line with her tendency to draw parallels betwder private and professional fif8
teacher P73 then compares teachers with mothevedar to exemplify her stance towards

learning and at the end provide the maxime of “Skep bleiben” that summarises her

thinking:
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For teacher P73 ‘skeptisch bleiben’ is an indispblescharacteristic of professional thinking.
Her professional ethics does not permit that aheacemains the same over the years. In
unison with her deontological credo, her attitudec@ntinuing to question her own beliefs
seems to function as a sort of built-in self-renledevice that allows for innovation and
further professional learning. Teacher P73’s at#éfuas revealed here, seems to correspond to
the necessary prerequisite for teachers if lifel@agning is to be pursued. It also corresponds
to the “what’ of teacher knowledge”, as claimed\Wison & Berne (1999: 194), when they
state that only when teachers re-conceptualise theifessional development can they

redirect their practices.

Interestingly, one of teacher P73's early entrieghe questionnaires actually attests to a
development in her teaching. The answer to quedithrreferring to a workshop about the
use of the L2 in the language classroom, showdé&gae73 doubting that she would be able

to use the L2 exclusively:

170 Several times she adds parenthetically: “und stastich persénlich” to what she is saying.
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However, when | met her about two years later, speke of using only the L2 in her
teaching, which by this time seemed an obviousequore for her. Her attitude of being open
to differentperspectives (different in the very sense of djeat) and presumably her strategy
of “SELF TALK” to remind herself not to misgher perspectives could be an explanation for

this change in her teachig

A similar attitude characterises teacher A54 ad,wéio expresses her “lifelong learning”-
orientation and her professionalisation concergsantences such as: “the more | learn, the

more | realise that | need to learn™:
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“Opening the door” is just a significant metapHor her attitude towards professional
learning as a disposition for discovering new atpethe term ‘realising’ reoccurs very often
in her answers, suggesting her constantly becoramgre of new or deeper aspects and
indicating the disposition for doing so. This sfiecattitude recalls Freeman’ (1989: 36)
model of teaching, whereby attitude and espec@aalareness are crucial for development.
Similarly to teacher P73, teacher A54 thinks bean¢eacher is a matter of development.
When she evaluates the contribution of the workshimpher development, she displays a

critical attitude, but towards herself:

6 CC
"I - (), |HH&E, L4 A( (A
G
N (" ;L #THEB( ! ¥, # 1
1( 44 %%% # " 4% : o, (" N#
#OG" %%% _ # " (" 41, .
St 4 4 #; %

There is not such a thing as being a “teacher ahdtop” in her professional ethics. Thus,

"1 She teaches Spanish, and German is her studesitiifiguage.

172 Of course we rely on self-reported data.
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being given a chance to introduce new theoriesrging to accomodate them in her
“interpretive frameworks™? represents a challenge but constitutes learnindpdo (cf. next
section “Attitude towards students’ learning”) arabults in a commitment to her teaching
practice:
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A last feature of the learning attitude that chtamases the first subgroup of teachers is
illustrated by teacher N51, who at the end of titerview was asked — as were all the others
teachers — if she wished to add something thanlbadeen said, and she promptly answered
that the interview had led her to self-knowledghjol echoed her need and goal of becoming

increasingly self-aware as a teacher:
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This attitude is quite emblematic of this first gulup, which seems to welcome any

opportunity as a learning and reflecting experience

The other teachers of the second subgroup (B2823&) also seemed to be aware of the
necessity for life-long learning, as teacher 13%@maplarly expresses:
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However, the teachers in this subgroup approacmessvin their field with reservations.
Teacher B282 does wish to “be on top of things't, loer critical attitude seems to minimise
her openness:

The word ‘fashion’ applied to language teachingrefto the methods or theories of teaching

as being rapid transitory just as with fashion, alhis popular in a particular time and place

173 This seems to parallel what Myers & Clark (2002) &laim about teachers’ accomodation attitude.

174 c'é qualcosa che vorresti aggiungere e che vodizs?
Si, voglio dire che é stato piu interessante dligude mi aspettavo
Perché , cosa ti aspettavi?
Si, [...] & stato abbastanza spontaneo, quindi icento senso € stato un processo di autoconoscenza.
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but likely will be forgotten after a short while.eHremark summarises in few words the
characteristics of an information flood, a rapi¢ssion of methods and paradigm changes
in the language teaching field, with the ensuingbpem of teachers’ destabilisation, which
language teachers have to face. At first glanasgutd sound similar to “skeptisch sein”, like
that of teacher P73, but there are substantiakrdifices: in teacher P73 the target of the
scepticism is herself, while in teacher B282 ithis successive newness. Teacher B282 seems
to draw the conclusion that a critical stance isessary to cope with the various fashions in
the course of time.

This could be seen as an artifact of the intervigith the teachers’ need to position herself as
critical. However, other occurrences of her mengégkervation that surfaced every now and
then during the interview suggest that “reservatioare a trait of her attitude towards

professional learning. Some of these examplesviollo
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Although the teachers all wish to keep abreasthef irofessional debate, for the second
subgroup of teachers the difference seems to kem attitude towards newness. They
ultimately rely on their teaching experiences agsklon the incorporation of input from the
outside (new theories or new methods, etc), whigefirst subgroup displays an unprejudiced
stance towards newness, which has a striking gityildo the openness advocated for
qualitative research. Quoting Schitz (1974), Kr(#10: 21) for example, explains one of
the most important principles in pursuing qualitatiresearch, “Verstehen [ist] stets ein
Fremdverstehen”. According to this principle, “urstanding” equals “understanding other
perspectives” and this awareness very clearly @ssnn the open attitude of the teachers in

the first subgroup.

A further difference in the teachers’ attitudesd@mse obvious between the two subgroups in
relation to the teachers’ position on getting tisigigne, on translating intentions into actions.
Whereas the teachers in subgroup 1 were lookinghHallenges and reported experimenting
and trying new things in their teaching, they nememtioned the effort involved during the

interviews. For the second subgroup the effortdgarut in the foreground.
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This result is very apparent for teacher 1312, wientions several times, in the entries of the
questionnaries and during the interview as welly much work it takes to integrate new

ideas into her teaching:
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Even her professional goal to publish revealsfisgltoo effortful, and she capitulates when
realising how difficult it could be.
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For the teachers in subgroup 2, the effort ensneshé teachersavoidance of time-
consuming implementations, such as developmentctbitges or experimentation with
innovating concepts presented in the workshops.

One possible explanation could be that the teacimetbe two subgroups have different
strategies at their disposal. As illustrated in tB&ategic profile of the teachers” (Chapter
4.2.2.2), the teachers in subgroup 1 use spec#taoognitive and social-affective strategies,
M6 (EXECUTION STRATEGY) or S-A 3 EELF-ENCOURAGEMENT for example, which seem to
render the professional development task more neafdg. This could explain why the effort
involved in implementing new ideas in their teaghwas not mentioned, not because teacher
professional development is an easy task, but Isecthey can metabolise it through their
strategies. As a consequence, what stands outirsetfithusiasm for their job, rather than the
extra work implied.

In contrast, the teachers in subgroup 2 do not ledfective strategies to cope with the
development task at their disposal: they percenge work load implied when they try to
implement new (but time-consuming) ideas (both tse strategy C3NFERENCING), but
seem to rely solely on handouts and “recipes” {tead®282) or on help from a supervisor

(teacher 1312) for their development:
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Overall, as far as their attitude towards their gwofessional learning is concerned, the two
teachers of subgroup 2 display similarities witle tieachers in the group “without own
learning goals”.
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Self-responsibility vs. delegating behaviour

A consequence of this self-critical attitude isttthe teachers in subgroup 1 are more attentive
than the others to what triggers their learningoothe way they are “instructed”. The best
example of this attitude is illustrated by teachg4:
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Teacher A54 is the only one who became aware ofiéiseggn of the workshops and the only
one to refer to the reflective framework (cf. Clea@.3) during the interview, which makes
her a special “learner” within her subgroup. Hemagek stated above about the reflective
framework serves as an outstanding example thgtctearly illustrates the sensitiveness of
the teachers towards the way they were approacteagdthe workshops and of their being
responsive to the learning opportunities in anyuation. It recalls the notorious
“apprenticeship of observation” (Lortie 1975) — akbyiquoted in the literature to explain the
impact of past (i.e. “traditional”) personal leargiexperiences, which implicitly form and
inform teachers’ ideas of teaching. Teacher Ab4issgiveness may depend on a matching
relationship between the reflective framework aed learning style, which was not apparent
among the other teachers. Another explanation doeilthat the reflective framework actually
initiated a process of reflection.

Teacher A54 demonstrates that teachers as learaelgarn other lessons and indicates what
teachers may discover when attending workshityey, develop meta-cognitive knowledge.
The teachers in subgroup 1 seem to switch betwezodgnitive and the meta-cognitive level
when learning, developing a high awareness reltatieir own learning matters, realising
the learning opportunities offered by the differsittiations and thus taking a critical stance.
Interestingly, “critical” is directed rather towardneself than towards the new incoming
information and means challenging oneself, beingnofor new information. To say it in
teacher A54’s words, the three teachers in the Stdbgroup attend the workshops to

“concede themselves a time out to think” or withdieer P73:
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The workshops that the teachers attended were ierped as something that was not
received passively or — in teacher P73’s wordsunkilras simple water (“blublublu”) but

something that requires the teachers’ concentrateftection and elaboration. They use the
workshops to “become more and more aware” of wihay o, as teacher N51 reports, who
feels the urge to maintain a high professionalllevéer teaching, due to a pressure external
from her (having students “above the averaffe'as well as internal to her, in her need to

know where she is professionally situated:
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Furthermore, what she says about self-evaluatiowshhat professional development is for
her something that comes from the inside, froncthr@inous internal work of reflection:
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She seems to expect no one to be in charge ofdwelapment except herself and does not
avoid difficult tasks. She feels very acutely thiiculty of engaging with theoretical issues,

but at the same time the sense of responsibibitgddner to actively “seek” them:
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This sounds like a clear contrast to the teachiessilogroup 2, represented here typically by
teacher 1312 who has an ambivalent attitude towé#ndsry. On one hand she reports her
appreciation of it, on the other she refuses tdkwath theory herself:

75 [Interview N51: 153] ma sicuramente ho a che fare alunni che sono molto pitl bravi della mediandu

devo mantenere questo livello.

176 [Interview N51: 197] Adesso che vedo un pochinellguche c’@ in giro, mi rendo conto di pitl ..., cice

non sei confrontato non sai dove ti trovi.

Y NIinterview N51: 164-8] autovalutare le mie coneisze professionali, bé, questa & un’autovalutazibeec'®

sempre, credo. Si, perd questo € un processo aontjnando uno si osserva sempre credo da fuori.
Q.: Questo € meno riferito al tuo insegnamentontpa quello che tu sai, insomma..?
Si, pero penso che sia questo lavoro dall'intelmtcfa procedere.

178 Anche occuparmi di teorie d’apprendimento o insegento di una lingua, questo era difficile, nelssen
proprio di occuparsi di questi aspetti, ho dovigecarli, risultava difficile per me.
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Teacher 1312 also finds supervisors to be the neful support for her development:
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Supervisors are surely a good support in teachefegsional development, but the potential
risk of relying on supervisors can involve expegtwthers to be responsible for one’s own
development, which coincides with a traditional ralodf learning (cf. next section Attitudes

towards students’ learning).

In their sense of responsibility for their own leiag, the two teachers in subgroup 2 differ
from each other: teacher 1312 thought the reflecframework was useful, while teacher

B282 thought that it was not, the reason being that
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These words could be an answer to teacher B28&[onses to the questionnaires, which
were the lowest in the study. In reality, in heesfionnaires she did not even try to repeat
what she had written in the preceding ones, shg wften left out the answers. Her
explanations seem to suggest that she avoided @ngwihe questionnaries, apparently
because they were repetitive, but her actual bebhawndicates an inconsistency between her
assessment and her actions. If the reflective fraorie was seriously taking into account the
teachers’ prior knowledge and beliefs, teacher B&3@ms to circumvent the very purpose
(self-reflection) for which this framework had begesigned. The words of teacher B282 also
seem to point to what has been claimed about ttietiiat the learning situation does not
automatically generate goal-directed behaviourHcfttunen 1986: 40).
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Overall, the teachers in the first subgroup doaatid effort and difficulties. Openness is a
striking feature of their attitude and they seemb® aware that development means
involvement, investment of energies and of effétieir attitude is also evident in the self-
responsibility towards their learning, in the setis they expect no one else to be in charge
of their professional learning except themselvdss Was not true for the second subgroup of
teachers.

According to the attitudes that were identifiedhrs section, if the workshops were seen as a
means to support teachers’ teaching and their gsafeal development, and if we try to
represent the process implied in the two subgrogmaphically, it would seem that in
subgroup 2 (Teacher B282 and 1312) the connectewden the workshops and the learners
is almost immediate (Figure 4.3b), whereas in st $ubgroup (teachers A54, N51 and P73)

it undergoes a process of re-elaboration and tefledbefore reaching the learners (Fig 4.3a):

Teachers’ Process of Re-elaboration

strategies
1.
input / \ \
field theories colleagues| | experience

Figure 4.3a Teachers’ process of re-elaboraticubgroup 1
In this model (Figure 4.3a), the ideas from theksbops eventually reach the learners after a
process of personal and effortful elaboration amegration, whereby the theories of language
learning, the input from training and workshopsperxences, and colleagues, all contribute to
expand the teachers’ own professional knowledgée&mn, here, is a process by which the
teachers oversee their own learning, from the getilng phase to the realisation phase, with
monitoring occurring at all stages. It is also agass of enrichment, whereby the teachers

personalise others’ theories and experiences aiké tham their own.

______________

2 ngﬂishop —> ! teachers | =——>| learners

Figure 4.3b Teachers’ process of re-elaboratiubygroup 2

In the case of subgroup 2 (Figure 4.3b), the idea®m the workshops reach the learners
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almost directly, without personal elaboration om tpart of the teachers. The teachers’
contribution is represented here as dotted linsytabolise the minimal elaboration on the
part of the teachers, who do not seem to be indoimeghe implementation of ideas gained
during the workshops.

The two modalities identified above recall Hoyl€l980: 49) definition of professionality.
He distinguished betweesstricted professionality, when it is mostly intuitive in nature and
based on experience rather than theory,exttended professionalitywhen the teachers are
concerned with locating their teaching in a broadentext, evaluating their work
systematically and being interested in theory amdenit educational developments.

These results seem also to accord with Bokaeras.'st(1999: 448) account of the learning
differences evidenced among high-school learndiewied longitudinally. The variance they
identified revolved around two major learning maiked, with “surface-level learning”
opposed to “deep-level processing”. The majorityeafners were shown to primarily use the
first modality which correlated with engagment @productive activities, with no concern for
conceptual integration. Only 16% of the learnersBokaerts et al. used “a deep-level
processing style”, which was associated with emgyhe exploration of new information and
effective strategy use. This recalls the oppositimtine results of this study for the teachers of

subgroups 1 and 2.

The concern in the next section is to investigaletiver there is a match between teachers’
behaviour in the ‘learning mode’ and the way theswtheir learners’ learning i.e. the way

they internalise their teaching role.

4.4.1.2 Attitude towards students’ learning

In general, all the teachers in both subgroups abmit their learners and are sensitive to
their learners’ needs. The data further indicast the teachers are similar inasmuch as they
feel responsible for their learners and for motigthem. Two teachers help to illustrate this

for both subgroups: teacher P73 (subgroup 1),¥ample, thinks that:
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Teacher B282 (subgroup 2) similarly emphasisesliien that teachers know what learners

“want™:
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The role motivation plays for language learningaistriking result also for all the other
teachers participating in the projgadmmUNIkation Answering to the open-ended Question
9'"° 52% of the entries (81 occurrences out of 15®rred to “motivation” or to related
words such as “interessiert sein”, “BegeisteruriyVille”, “Lust”, “Spal3”’, to quote only a
few. These answers attest to the enormous roledesirmotivation plays according to the
teachers. This belief exerts, however, a considerptessure on the teachers: 38% of the
entries mentioned above for motivation referrethteachers, i.e. learners’motivation as the
teachers’ accomplishment,something that teachers must stimulate in theimkya, with
expressions such as: Interesse wecken, interesBageen, Lerner anregen, Lernatmosphére,
etc.

These results imply that there is a common attittaeards learners’ motivation, which
teachers seem to consider something indispensabledrning, independently of its source,
whether it is something that learners must haveay receive from the teacher. In addition,
they seem to suggest that there is a sort of commdarstanding of ‘teacher-centredness’.
The results also suggest that the tendency ofethehers to feel responsible for their learners
iIs common to both subgroups. Adopting a term preddsy Finkel & Monk (1983), | would
like to label this tendency the “Atlas’ complex”high refers precisely to those teachers who
assume full responsibility for what happens in thesssroom. Finkel & Monk explain very
well the blend of cognitive and social aspects,thké invisible forces, operate on teachers
and learners, forcing teachers to be in the dommgaposition of the “middle”, without
ultimately being able to “make things happen fagittstudents”. Finkel & Monkilpid. 96)
find a powerful metaphor for these forces in “th#éa& complex”, which they describe as a

pervasive state of mind:

The Atlas complex is a state of mind that keepshees fixed in the center of their
classroom, supporting the entire burden of respditgi for the course on their

own shoulders. This state of mind is hardened lyekpectations that surround
teachers and by the impact of the experience ésaits from them.

Teachers subjected to the Atlas’ complex are bdonact as experts and as a consequence
their learners are receptive and passive recegtddettl[ing] back into their seats to take in
the teacher's illuminating wordsib{d. 85). According to Finkel & Monkilfid. 85-86), the
ultimate consequence is that it then becomes S8poresibility of the teachers to provide their

179 Question 9: “One of the most important thingsdarhing L2 is ...”
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4 Teachers as learners — Discussion of results

learners with “motivation, insight, clear explawais, even intellectual curiosity” and
furthermore with “a sense of purpose”.

The teachers in the study do not seem to be arpganan this respect. The Atlas’ complex
resonates in their words, as teacher B282 exerpldemonstrates; she feels in charge of

what learners “take up”:
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No one in either of the subgroups seemed to be menaigainst this custodial attitude, which
makes teachers feel responsible for arousing legrauriosity in their students, as teacher

A54, who was trying to discover for herself theugabf online learning suggests:
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The difficulty for the teachers of freeing thems=\from the Atlas’ complex is very clearly
expressed by teacher P73, who tells about situmtishen she feels ineffective in her
classroom because her learners work autonomoudlgi@phasises her belief that it is in her
teacher role that shmust do something:
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The teachers in the two subgroups do however vatiig@ degree to which they permit their
‘teacher-centredness’ to permeate their actiongevetill leaving space to promote learners’
autonomy, thus retreating from their Atlas’ role.their steadfast conviction that it is implicit
in the teachers’ role to relieve learners as muchassible, there is still a vein of autonomy
being promoted in the first subgroup of teachersp wexplicitly mention their interest in
promoting learners’ autonomy.

When | talked with teacher P73, during the intawghe told me that she was about to design
one of her classes in a totally new way, struct@edind the concept of task-based learning.
She was trying to launch a non-profit organisatisith her students, something really

authentic as she defined it, and decidedly notkistgious “weil ich denke, fiktiv mache wir
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genug im Unterricht?®, the rational behind this being a mix of intriasinotivation and

action competence:
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She is aware not only of the difficulty of steppiogt — as a teacher — of the centre, which she

calls “die Hauptrolle”, but also of the source loistawareness:
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To give another example, teacher A54 very oftentioes what she does for her students.
With a strategy similar to the one she deploys Herself (focusing on small tasks), she
supports her learners through “breaking down” #erding task for them (occurrences are
highlighted®Y):
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She herself gives the key to interpreting the g#was, in her opinion, this strategy can have
for her learners. Her strategy seems to comprisaynfanctions: cognitive, because it
simplifies the learning proceg%ite sizes that are effective”, “so that they caocpss it”),
motivational, because it turns materials into “Wjnand affective, because it allows the
learners to relax and to be successful (“effeclivéV/hat she does apparently seems to
confirm the Atlas’ complex, but when teacher ASiédrto appraise how language teachers

influence learning, she shows that she also is ewértheir limits and that ultimately the

180[Interview P73: 80].

81 For reasons of length, | do not report all thenepis of her strategy, only a selection of them.
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learning rests on the learners:
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The impression is that the teachers in subgroug irging to do “the splits”, i.e. to manage a
new teaching role for themselves that straddlessfiran between irreconcilable positions.
Teacher N51 also seems to be aware of the strdhgmee language teachers can have on
learners, but at the same time of the necessitthioteachers to offer instruments (she calls

them “strategies”) that promote autonomy in thearhers:
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In her words teacher N51 exemplifies how the teechresubgroup 1 view the competence of
learning: as a transversal competence, which irgthie learners at 360°, at different levels:
cognitive (notions), meta-cognitive (strategies amdreness) and affective (self-confidence).
Catering for these aspects in the learners, acuprdi teacher N51 results in the existential
competence of savoir éfa i.e. in the functional ability that complemertte ttompetence of

savoir faire towards the realisation of one’s ovi@ projects.

Overall, the teachers in both subgroups seem teehsitive and tend to relieve the learning
load for their students. The teachers in subgroupofvever, also seem to be aware of the

importance of promoting autonomy in the learneithee in letting them arrange authentic

182 L'apprendimento. In vari modi: prima di tutto pees¢ando la lingua in modo tale da rendere piu dacil
I'apprendimento, poi dando loro strumenti, stratedi apprendimento, quindi anche renderli consapelo
come fare per avvicinarsi, anche al di l1a propetiadnozione, e poi dando loro anche una certeci@in se
stessi, volendo, quindi capacita anche di soppoifraistrazioni, in certi momenti, sapendo pero stiege in
grado di proseguire, trovo.

83| am quoting here the competences mentioned inGbmmon European Framework of Reference for
Languages, http://www.coe.int/t/dg4/linguistic/SoeffFramework_en.pdf
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tasks for themselves (teacher P73) or raisinggdmers’ awareness as a fundamental tenet of
learning (teacher A54 and N51). This awarenes®ismithout conflicts and contradictions:
the teachers demonstrate that their understandinigeoteaching-learning arena very often
requires them to find a very delicate balance bebn@pposite roles.

The distinction that became apparent in the atguaf the teachers towards learners’ learning
points in general to a gap between the advocatiopromote learners’ autonomy and
teachers’ beliefs about teachers’ roles and resipiis However, the teachers in subgroup 1
were more conscious of the necessity to promote& tearners’ autonomy, a process that
demands the teachers accompany their studentewmidly towards the complex objective of
autonomy and reflects the belief that learners nhestactive contributors to their own
development. They also seem to be willing to aahiavtransferal of this awareness in their
classrooms, giving their students the opporturtiake on responsibility themselves.

In these terms, there is a relationship betweentéhehers’ attitudes towards learning as
proved for the teachers of subgroup 1, regardieg thore pronounced tendency to promote
autonomy in their learners, and their self-resgahtsi as learning professionals. This

relationship was not manifest in the teachers bgsaup 2.

This section has evidenced one set of differermeggrding the attitudes of the teachers in the
two subgroups. In the next section, the divergaridbe teachers will be further examined in

relation to their awareness of specific aspecth@if professional learning.

4.4.2 Awareness of the ‘professional self’

In this section the emphasis will be on exploringetiher and how the teachers differ with
respect to their need for support in professiomaletbpment, and to their perceptions of that

development.

4.4.2.1 Need for support in professional developimen

When asked whether they think they have needecetsuipported over the years in their
professional development as language teachersyf dhem in both subgroups responded
affirmatively. They did not differ in this respeanhd seemed to recognise that teachers’
support is necessary.

The reasons for continual support are diverse, divinem are quoted below, one sounding
more obvious than the other. Both, however, wergenked across the subgroups. The first
more obvious aspect resonates in the teachershipgato keep abreast of innovations, as
teacher A54 clearly states:
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6 ? 4" #" ! # " # ; ,4 14
(,4 4 co # ;

'l %
The second aspect that the teachers mention regatieir need to be supported in their
professional developmentis represented by the teryd® forget, with expressions such as
“man vergisst es einfach”. The teachers thus dafieuthe difficulty of retaining so much
information or knowledge:
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Interestingly, this problem is not discussed in litexature on teacher development, although
it even seems to affect basic things like the tgnire. the way the teachers break down and
sequence the materials in short segments in ocodezdp the level of attention and motivation
high:
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One of her expectations attending tiemmuUNIkationworkshops was to help herself
bringing basics back to mind:
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Overall, the teachers do not vary with regard ie #spect of professionalism: they want to
nurture their professional selves and be proteittadainst “forgetting”. Attending teachers’
workshops seems to represent one possible waynobatbing this tendency, and this result
also implicitly attests to the teachers’ attemptsronitor themselves. The need for support
that the teachers feel equals the help needed wiclsommonly refer to as ‘scaffolding’
(Vygotsky 1978) and which is regarded as “notweaditiife zum Weiterkommen” (Klippel
& Doff 2009: 182).

In the next section, another aspect of developmelhtbe addressed in order to explore
whether the teachers vary in their perceptions. of i

4.4.2.2 Perceptions of development in teaching
As far as the teachers’ awareness of their own Idpeeent is concerned, almost all the

teachers seem to perceive changes in their teachingpst all of them can see their own
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development very clearly.

The clearest change that emerges from their acsaronsists primarily in an increase in
confidence. Teacher P73 reports being able to tiefiam her lesson plan in contrast to the
past, both because she can react better to unplasiheations at hand (the faces of the

students) and because she has developed morecdevisat is appropriate in each situation:
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As a result of increased confidence, she is abémtizipate learners’ needs or problems or not
to panic when she experiences a clash of opinfongxample when learners’ have demands

that are “inappropriate” in her opinion becausey/taee counterproductive for learning:
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Teacher 1312 also clearly perceives changes inst&iimore confidence and of its positive
consequences for her teaching:
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She is also able to detect changes in her teaclemnoving from an authoritative to a
cooperative teacher:
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A similar development towards the promotion of aamimy in the learners is realised by
teacher A54:
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This example shows that being an autonmous teaaltegnds-off-teacher” as she calls it, is
indeed a process, something that must be learreds @m indication of more advanced stages

of teacher development. Teacher A54 is also awkatkeoconstant flow of changes required

over time:
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In a similar vein teacher N51 is aware that hechieay has changed considerably:
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184 Dire di si, spero, perché se no sarebbe un gsigiramente & cambiato molto.
E come?
Beh, il primo €& il punto in cui avevo piu difficaltall'inizio: era valutare la difficolta del miosegnamento in
rapporto ai corsisti insomma, cioé io tendevo sengifare una lezione troppo difficile, a richiede@ppo,
quindi adesso sono piu in grado di, diciamo, greella difficolta. Questo € stato I'aspetto fondataénper
me in tutti questi anni.
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Overall, all the teachers are aware of many changasly of an increase of confidence and
of their capacity to feel at ease with the situatim accomodate and adapt to their learners’

needs, except for teacher B282, who does not pereetlear change in her development.
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This may correspond to her perceptions, howeverijrtpression is that she did develop, she

is indeed able to anticipate her students’ diffiesl, which she could not do before:
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Later in the interview, in a certain sense she &adgnying any change. Although she does
display signs of professional development, nonetslshe prefers to remain true to herself or

to her belief about her teacher role:
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The following table (Table 4.7) sums up the deveiepts that the teachers could identify:

'8 Mah, ... come si puo dire, chiaramente sono pastmtan insegnamento di tipo scolastico a un tipo pit
interattivo e comunicativo.
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Teachers Perceived aspects of professional
development
Subgroup 1
A54 Expertise

Different teacher role
Continous adaptions

N51 Refining/revising her own teaching
Confidence
Different teacher role

P73 Confidence, flexibility

Poise, self-assurance
Different teacher role

Subgroup 2
B282 No perception of changes
1312 Confidence

Different teacher role

Table 4.7: Aspects of development perceived bydhehers

Regarding the factors that the teachers perceigegramoting changes, all the teachers
mentioned their experience in the classroom. Twachers from both subgroups are

representatively quoted here:
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Teacher N51 can identify other factors, includingcdssions with colleagues or workshops,

which accord well with her extended conceptioneafrhing (s. Chapter 4.3.1.2):
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Teacher A54 confirms her position as a “specialned, showing a multi-faceted awareness

of other aspects, such as significant personsu&jur
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18 Sono diversi i fattori: intanto la discussioney psempio con le colleghe, i workshops. E certeevatl
esempio anche le esigenze di certi corsisti, nopaoesempio, i problemi che mi vengono postie atindi
mi richiedono una risoluzione.
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Her awareness of factors promoting change in trehiag extends further to the one aspect
that she values more than anything:
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This quotation confirms what has become a domighatacteristic so far regarding teacher
A54, namely her high sense of responsibility anbraomy with respect to her own learning.
Doing things herself turns out to be the most eiffecpath for her to grow in her profession,

because it corresponds to her own learning needs.

The last aspect that emerged from the teachersiuats relates to the limitations they
perceived as hindering factors in their profesdioeaelopment.

The teachers in subgroup 1 could not think of amytation as a hindrance, at least none that
was self-inflicted. Teacher A54 was the only oneovéppeared to be very sensitive to one
limitation, “money”, which emphasises the difficidituation language teachers as free-

lancers do have to face. She expresses her disdonifio her situation several times:
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The financial aspect is not the only deterrent riofgssional development, other aspects of
affective nature (families and emotions) point theé dramatic sense of professionalism she
has. We could call it a 360° view of ‘teachernessview which takes into account all the
many facets that together produce the whole picture
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The teachers in subgroup 2 perceive “time” (asciniesequence of an effort) as a concrete

limitation on their development:
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Other factors that function as limitations to deyghent relate to personal characteristics of
the teachers, such as the reservations of teac82'® or, for teacher 1312, the inability to

pursue her goal to publish, together with her latlappropriate strategies to come to terms

with it;
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(Interestingly, the teachers do not mention here fator that seems to hinder them in their
development, namely, the tendency to forget releudgormation over the time, which they

themselves mentioned in the previous section).

The following table (Table 4.8) sums up the factbesteachers perceive as promoting change

and as hindrances:

8T Interview B282: 140] You know some things just kogery wonderful and then you think: “Would | haxe
yorz..
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Teachers Factors promoting Factors hindering professional
professional development development
Subgroup 1
A54 Carrying out personal projects = own learning Financial aspects
needs Familial/intercultural matters
Problems encountered in teaching = experierjce
Experimenting new ideas = own learning neefls
Gurus = significant others
N51 Discussions with colleagues none
Workshops
Learners’ needs
P73 Problems encountered in teaching = experience none
Discussions with colleagues
Subgroup 2
B282 Learners Effort/Time
= Reservation-attitude
1312 Problems encountered in teaching = experience Effort/Time
T = Lack of coping strategies

Table 4.8: Factors that the teachers perceiveangiing or hindering change.
The two subgroups do not greatly differ in theiraa@ness of professional aspects such as the
need for support in their professional developmaithough they are similar in this respect,
they differ in the perceptions of their own teachilevelopment. Overall, they all seem to
have developed self-confidence. Two teachers stab@s two extreme poles, teacher B282
with no perception of development vs. the multit@geperception of development by teacher
A54. Further, the teachers vary in their attribngipi.e. in the factors that they perceive as

hindrances or limitations to their development.

4.4.3 Motivation

In this section the motivational orientation of theachers is the subject of analysis.
Motivation is important in any learning and candeen as the energy that provides “direction
for behaviour” (Schunk et al. 2010: 4; 176). A di#ntiation will be established between the
teachers’motivation in the learning mode (motivatio attend the workshops) and in the
teaching mode (motivation to teach), under the rapsion that this aspect may provide

indications about the processes at the basis wfgbal-directed activity.

4.4.3.1 Motivation to attend workshops

The teachers do not differ considerably in theirtigaion to attend the workshops. They
found similar words to express their reasons fetigpating, and were quite homogenous. In
short, they all seemed to attend workshops for fhi@fessional development. Two teachers

stand here as representatives of both subgroups:
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They pursue the same goal with the same motivefeggsmnal growth. Except for the

qualification expressed by teacher BZ82all of them think that their expectations weret.me

Despite the similarity, the teachers in subgroueldhorate in a slightly different way on their
incentives for attending the workshops of the prbjéommUNIkation They all seem to
approach them “strategically” and “proactively’e.with specific questions that make them

alert to finding the corresponding answers. Tea#tir, for example, attended them because
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The consequence of being aware of their own gapsoérthe need for resolutions for the
teachers of subgroup 1 becomes clear when thepral@on the impact of some teachers’
workshops on them, represented here by teacher N51.:
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The teachers seem to set a task for themselvesebattending the workshops, which
functions like a while-listening activity, keepirthem, as learners, actively on task and

focused. This has the advantage of preventing tirem being flooded with information

18 per lo sviluppo personale mio, perché ero insdaitis del tipo workshop che offrono le case editper
esempio, che generalmente sono puramente pratici.
Che aspettative avevi?
Mi aspettavo qualcosa di diverso sicuramente risg@tprecedenti.

189 Interview B282: 67-9] Q.: Do you think the expeiions were met?
Yes, yes. In part. No workshop can ever just meat ywn situation.

19 pj solito quelli che hanno maggior peso sono quede vanno a riempire delle lacune che tu incoiménc
sentire, come quello dei video per esempio.
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(which eventually may ‘fade’ with time, expressedtihe problem of ‘forgetting’ which the
teachers reported previously). This proactive att@ristic was absent in the teachers of the

second subgroup.

4.4.3.2 Motivation to teach

It is not unrealistic to assume that everythingcheas undertake for their professional
development aims at improving their teaching. Nbaletss, it is interesting to discover what
they perceive as their inner incentives for it. TaAgonal for asking what repays them in their
teaching activity was exactly to uncover what dimt their motivation takes, as an
energising element of learning.

The analysis of the teachers’ verbalisations oir tieasons to teach produced more obvious
differences than their reasons to attend worksh@ps. teachers confirm in general that a
positive basic attitude towards human contactsnisngportant prerequisite for teachers
Nonetheless, similarly to the split with regardtheir goals for professional development,
here the two subgroups of teachers also diverge.prbminent aspect about the nature of
their motivation is represented by the distinctibetween instrinsicversus extrinsic
motivation.

The unexpected result was discovering that allethe@achers in the first subgroup associated
the rewards of teaching with themselves. In respdosthe question about what the most
rewardind®® aspect of teaching is for them, two teachers bgsaup 1 considered their own

learning most important.
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Teacher N51 answers in a similar vein:

191 Together with subject knowledge and didacticalggegjical knowledge, as Klippel & Doff (2009: 209)imt
out.

192 Reward is meant here as incentive, and is noteléo the concept of “reinforcement” proposed in
behavioral theories, which view motivation “as aoreased ... level of responding to stimuli broudidw by
reinforcement (reward)” (Schunk et al. 2010: 4).
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whereas teacher P73 emphasises that the real réovan@r is first and foremost her ‘joy’.
She elaborates on it this way:
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Among the aspects that teacher P73 mentions, th@afoental one is expressed first and
refers to herself. Her own “joy” seems to be thel ffor her actions. This remark points
further to her sense of accomplishment (“dass i@s wache”), to her strong sense of
mission, confirmed also later in the interviély which she concludes by stressing her
enjoying being a teacher.

Overall, the teachers in subgroup 1 are simildmiding in themselves what rewards them for
their teaching. In contrast, the teachers in sulgyrd relate the most rewarding aspect of

teaching to their learners:

2 7?2 44 %2 I (# (! %

Overall, these results seem to suggest that tHerelifice between the two subgroups of
teachers is in the direction of their emotionaluret in the first subgroup the reward for
teaching is distinct from their learners’ learnimgsort of metaphorical ‘backwash effect’ of
teaching on the teachers, whereas in the secomplaybits effects fall on their learners. It is
this divergence in the motivational orientationtloé teachers that seems to correspond to the
well known distinction in the literature betweertrinsic versusextrinsic motivation (Schunk

et al. 2010; Deci & Ryan 1993).

Summary

The analysis of individual factors indicated a feimilarities and some critical differences.
The teachers proved to be similar in their awaremméghe need to receive support for their
professional development. They were also similath&ir perceptions: they all do develop,

193 Cj sono alcuni aspetti: uno & la creativita, ihtaito umano, e il fatto che io non solo insegna, anche
imparo.

1% Ich genieRe es, Lehrer zu sein - und nicht Spaehrer - etwas zu vermitteln, das ich weiB, etwas
weiterzugeben(interview P73:2202].
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confidence being the prominent dimension.

Striking differences reside in their attitudes todga learning: the teachers in the first
subgroup tend to assume responsibility for theirn odevelopment, seem to be in a
‘challenging mode’ and attempt to foster autonomyhieir learners, whereas the teachers of
subgroup 2 conversely are less aware of the impoetaf promoting autonomy in their
learners, tend to delegate to others the respditysiti their development, and seem to be in a
‘judgemental mode’, with the ensuing effort-avoidamehaviour.

Another major difference was evidenced in the enbdnawareness of the teachers in
subgroup 1 in overseeing their development. Twaoosjie tendencies stand out, with teacher
A54 (subgroup 1) being very detailed and aware @inynaspects of her professional
development, whereas teacher B282 (subgroup 2)eskalmost to deny her development.
The teachers differed as well in their perceptidntie factors that could hinder their
professional development. The divergence consistedubgroup 1 seeing no hindrances
versussubgroup 2 considering time and effort a problentlieir development.

When considering the teachers’ motivation, oncanaginilarities and differences could be
observed. While their motivation to attend the vebwdps was of the same nature (their
professional development was their motive), thedtivation to teach proved to be different:
whereas in subgroup 1 it coincided with their owarhing goals (their need for professional

growth), in subgroup 2 it was attributed to theamrners.

After thus having explored the awareness of thefgwmsional self’ and the attitudinal and
motivational processes of the teachers, these itV factors will be related in the next
section to their learning behaviour (goals andtatji@s) to complete the outline of their

professional profiles.

4.5 Teachers’ professional profiles

In this last part of the study, all the results|Iwitst be summarized to indicate the
relationships that became apparent in the anabfstte data between the teachers’ goals,
their ways of realising them (i.e. learning behav)cand various critical individual factors.
Different profiles will then be proposed to scheisepatterns and relationships.

The data suggest two professional profiles with ftlowing characteristics which centre
around the ‘professional self’, as an expressiothefagency of the teachers, their behaviour,
interpreted as the way they arrange their learnemyironment, and their attitudinal
orientation. They were named the 'Learners' ancCteeelopers' (cf. Figure 4.4) because they
surprisingly correspond to Vygotsky's (1978: 83-9distinction between learning and
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development (cf. Chapter 1.2). At the basis of g@aminal distinction there is the process of
internalisation that requires great effort on tlagt pf the learners. This best characterises the

teachers' differences in this study.

Figure 4.4: Two professional profiles: 'Learnersd &evelopers',
based on Vygotsky's (1978: 90) distinction "Leagnéamd development"

1. The developers

The teachers with a “developer™-profile display mhhcapacity of ‘professional self’ -

revision.

Awareness of the ‘professional self'The teachers have a highly developed awarerides o
their own learning concerns. They have individualg-term, and demanding, professional
goals that require them to go beyond routines. Qiteeal result is that the activities they
engage in and their efforts are in line with thgals. They maintain a focused attention on
their goals and on the various tasks to pursue tlaeenattentive to their positive emotional
well-being as teachers and to their cognitive neAdsa result of their awareness of their need
for continuous professional learning, they adopt davelop appropriate strategies that lead
them to their goals. As a consequence, they enwrcke of chang€® (“little change and
refocusing”, as teacher A54 expresses it), whidchmakely rewards them for their efforts.
Finally, through the strategies chosen, they seem@void a loss of job satisfaction and thus
ultimately protect and achieve their affective go@being happy as a teacher’ or ‘growing
old as a teacher’). By overseeing their professideaelopment, the teachers take charge of
their own learning procedures. The ‘profession#l € these teachers is consequently well
developed.

Learning environment These teachers arrange a rich learning envirohifoe themselves.

195 Cf. to this regard also Pennington 1995.
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This is manifest in the variety of activities thegygage in and in the wide range of strategies
they use to help themselves. They are in a ‘chgilitgnand collaborative mode’ and exhibit
an overall balance of cognitive, meta-cognitive aftective dimensions, which are the
dimensions that characterise learners’ active bhehgvaccording to Lemos (1999: 479). As a
result, their practice becomes a site for inquaty,advocated by many researchers (Darling-
Hammond 1999; Cochran-Smith & Demers 2010, WilsorB&ne 1999, to quote only a

few).

Attitudes and motivation- Attitudes have been considered to be strongiguoed of
motivation (Oxford 1990: 141) and have been evephasised as “without a doubt the single
most important factor in a learner's success” (§@an 2002: 12). The results in this study
attest to the role that the attitudes of thesehacplay and demonstrated that attitudes have a
conative function, directing efforts and indicatimghat to is to be done. The analysis of
individual factors suggests that the attitudesheke teachers towards their own professional
development were in accordance with their goalgy tbommit to their goals, face the
difficulties and show self-responsibilty toward®ithown learning. Their motivation to teach
resulted in a backwash effect, as energy that etslsected and coincided with their goals
of professional growth. Applying to them what Corfi®93: 15) vividly says for learners,

these teachers are the ones who really cross te&finorical Rubicon”.

2. The learners

The teachers with this profile continue to learoybver in a non-systematic way.

Awareness of the ‘professional selflfhey are less attentive to all the relevant dirgerss
involved in their own professional learning. Thegrofessional self was indeed active as a
radar, being aware of needs, fears and limitatibws$, at the time of the interview, they
seemed to be unable to change their situstiofihese teachers do not display a wide range of
strategies and do not seem to have the right {stistegies) at their disposal. Contrary to the
‘developer’-colleagues, they lack the strategieprayriate for them to realise their goals.
Overall, they do not seem to be completely in chagj their own learning. Their

‘professional self’ could be more intensively deyedd.

1%t is important to note that | assume that teasder evolve with time. The results resemble snapsined as
such indicate what their situation was at the mdnoéthe interview. They do not give any indicatiabout
how the teachers developed afterwards.
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Learning environment The teachers with this professional profilecarate their need of a
“safe” learning environment. Although they have deerm professional goals, they
nevertheless appreciate routines and are rathar‘imaintenanc€’ and judgmental mode’.
Their personal contribution to their own developmisrimited, their learning environment is
consequently more secure, but less challenging fitrathe previous subgroup, and requires
less effort on their behalf. They seem to rely essl demanding strategies that are not

effective in the attempt to reduce the complexitthe teacher development task.

Attitudes and motivatior- The attitudes of these teachers towards themr pwfessional
development did not accord with their lifelong leag goals: this group displayed a
delegating behaviour towards their own learningpesting either external support or
“tailored support” — in the form of supervisorsndauts or instructions (‘recipes’, cf. Chapter
4.2.1.1) — for their specific teaching needs andiations. These teachers reproduced
“traditional” learners’ behaviours, which descriteachers as the managers of learning, who
make all the necessary decisions, and learnem\asg on the teachers as experts. This may
undermine the extent to which learning is selfcted. Indeed, when relevant learning
decisions are delegated externally, the risk is tiina responsibility of the learners is severly
restricted®® (Holec 1981: 4). In this regard, it may be wortiing what Weinert et al. (1989
quoted in Bokaerts 1999: 450) state about learmeerreliance on external support as a form
of external regulation which compensate for low araignitive awareness. Ultimately, these
results seem to confirm that beliefs are alwayswatk, because these teachers have
“internalise[d] the idea that learning means ‘betagght™ (Holec 1987: 153). If we apply
Holec’s conclusion about language learners to ghisip of teachers, then they are not bad
learners, but rather they “have limited chancedexelopingwithout being taughtwhich is a
learning handicdp(ibid. 154).

In the following list of characteristics, the + gigtands for critical elements that are present

and the — sign stands for elements that are lacking

1971 am adapting Schunk et al's (2010: 181-2) terrtnadintenance” style.

198 |n addition, Holec (1987: 152) considers self-dii@en with cooperation as a limited form of selfaition,
which however does not exclude that it may triggenges in the learners.

201



4 Teachers as learners — Discussion of results

Sub-group 1 Sub-group 2

+ awaress of professional goals + awareness of professional goals

+ effective procedures for realising their goals | - effective procedures for realising their goals
+ monitoring + monitoring

- self-evaluation competence - self-evaluation competence

+ attention to emotional-professional well-being | - attention to emotional-professional well-being
+ learning attitude: self-responsible - learning attitude: self-responsible

Overall, the first subgroup of teachers (A54, Nbil 73) seems to be aware and to cater for
their own professional learning in a targeted walgey reveal that professionalism needs
attention and awareness at all levels (goals, phgnmealising, and monitoring) and includes
a consiousness of one’s own emotional well-beingeashers and individuals. Their goals
(specifically for teachers A54 and P73) and themnsiderable use of social-affective
strategies indicate that they are very much awérthe affective and social dimension of
professional development. In this subgroup a coibitigt is evident among all the aspects
under analysis: the goals match the expenditureffofts (activities and strategies) and the
learning attitudes. For these teachers the cyclerofessional development goes beyond
reaching the professional goal, as it extends ¢odffiective sphere. The strategies and the
attitudes of teachers in subgroup 1 indicate thatdompetence in developing as a language
instructor is a transversal one that involves thefiles of these teachers in all their
dimensions.

This overall compatibility is lacking in the teackef subgroup 2. They are indeed aware of
their professional development goals, but much &dssffective procedures (organisational
strategies) for realising them. They do seem toitogras teacher B282 does, who is aware
of “not having got as far as | would like to getihd as teacher 1312 does, who is aware of her
fear of publishing, as she herself points out. Hmvethey lack the necessary strategies to
improve the situation (teacher 1312: “but | don&ally know where to start”). In their
attitudinal orientation towards learning, they alddfer with the tendency to assume
responsibility for one’s own development exhibitedhe teachers of subgroup 1, and instead
delegate to others the responsibility for theiralepment. The result among the teachers of
subgroup 2 is effort-avoidance behaviour in facatighe challenges involved in the task of
professional development as a lifelong learnind.t&or them there is no evidence of the
crucial integration of affective, motivational amndlitional aspects discussed in the review
with respect to the acquisition of competence Qtfapter 2). Overall, this second subgroup

indicates that the teachers do not have a hokgoroach to their own professional learning,
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and cannot cater for all cognitive, meta-cognitared social-affective dimensions that are
relevant for professional growth, as the colleagofethe first subgroup demonstrate. These
results are summarised in the following Figure &bBich maintains the cardinal elements of
autonomy [Goals, Activities (=defining what), Stgies (=defining how) and

Monitoring&Evaluation}®® and shows the different outcori®s

GOAL
SETTING ‘own learning goals’ /\ ‘without own learning goals’
Ab4, B282, 1312, N51, P73, \D243, J106, M96, M171, N95

STRATEGIES

higher use of avoidance of

. demanding strategies demanding strategies
D243, J106, M96, M171,

EVALUATION w AI54, N51, II373 NG5, B282. 1312

OUTCOME *
EEEEEEEER .: /\ /\
Algher engagenﬁ\ /I/vver enqaqem

D243, J106, M96, M171,

A54, N51, P73
\ / Wszsz 131
llllllllllll:’llllllllll IIIIIIII:I:IIIIIIIIIIIIII.

DEEP-LEVEL LEARNING SURFACE-LEVEL LEARNING
enhanced capacity of redut_:ed capacity _of_
professional self-revision professional self-revision

aEmEEy S

@ SELF-
EVALUATION

Figure 4.5 - The relationships between goals, Gis¢rategies, engagement in activities and outcaases
retrieved from the data.

As these results show, the answer to the overagcteésearch question “How do teachers
approach their own professional development?” & they differ in critical ways in their
approaches. Firstly, being aware of their ‘learniotg’, with their own professional goals,

being distinct from their learners, proved to beimsufficient pre-requisite for subsequent

19 The symbols used to represent the elements obtiantous learning” are shown on the left. The teeché
group 1 appear in green. Their distribution shdvesdplit proved for this group.

20 As based on teachers’ self-reports.
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consistent behaviour. Secondly, the professiorndilps indicate that some teachers, like the
ones in the first subgroup, adopted a concertedoapp, with a correspondence between
teachers’s goals, teachers’ attitudes towards tbwem professional development and the
strategies they developed.

4.6 Reflecting the research approach

The chosen explorative approach for investigateaghers’ procedures in their development
process turned out to be an adequate decision.iA coacern on the part of the researcher
has been to find out how teachers approach thefegsional development and whether some
relevant aspect could be identified as an esseotimiponent in the competences of the
teachers. Because direct observation of professaalopment competence is impossible
and there are no direct data available on teacls&nategies and decisions, using qualitative
interviews as a method and asking the teacherthér personal accounts was one way to
generate this kind of data (Mason 2002: 66). It wasctly their views and personal
understanding that the researcher wished to explorsubstantiation of teachers’ thinking
through classroom observations would not have hadlidating function, since watching
people teaching inevitably involves personal intetation of the events observed and would
by no means be objective (Hahn 2012: personal camation). Teaching appears to be an
observable phenomenon, however, it would be migigatb assume that all underlying
processes could be observable, too (cf. Richar@8:1941). Furthermore, the qualitative
approach proved to be a precise instrument: not thiel attitudes, but more significantly, the
‘systems of relevance’ (Schutz 1970: 321) of thechers emerged during the interviews.

Overall, the methods used (questionnaire and iie&s) were appropriate for this study,

Regarding th@re-postquestionnaires distributed after the workshopsstjoles can be raised
about the causal logic of “teaching = learning” afut the limits of learning conditions: as
studies on developmental stages in language leptaach us, time is an important factor in

learning and not all learning is immediately eviden

As concerns the follow-up interviews, the questitimst required some retrospection again

suggest caution, since this procedure implies fpriation of the past through the lens of the

present” (Mason 2002: 31). The same is true forgiestions about the teachers’ awareness
of their development process, as not all cognitiyerations are available for conscious

inspection and depend also on their verbalisation.

Listening to the teachers, and asking them aboair tteasons behind their accounts
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constituted an enriching procedure. The interviass in this respect a legitimate way to
proceed for a researcher and produce ways of gergedata that provide access to what the
teachers mean. As Mason (2002: 63) stresses, #tisoch strongly depends on the people’s
capacity to conceptualize, to interact, and to aksb. She warns therefore against
simplicistically seeing interviews as “a directleetion of understandings ‘already existing’

outside of the interview interaction”.

In the conviction that knowledge is contextual, theearcher made every attempt to ensure
that the interview itself was interactional andedied to social experiences through concrete
guestions that focused on the relevant contextbaosituated knowledge could be produced
(Mason 2002: 64). Moreover the core features daérinéwing (cf. Mason 2002: 62) were
considered: maintaining a relatively informal stgled assuring an interactional and flexible
exchange that would allow unexpected themes toldeysince meanings are created in an
interaction which is a co-production of researcied interviewees. Because interviews are
always social interactions, it is inappropriatesé@ social interaction as a ‘biadi¢. 65) and

it is better to try to understand the complexitiéghe interaction and to develop a sense of
how context and situation function, than to prettdred key dimensions can be controlled.

The open-ended nature of the questions in the ignesire surely made the process of data
analysis more complex than a standardisised questice would have done, however, it
proved useful and yielded more information. Thediérof having greater expression and
richness in open-ended questions may be countgrételunwillingness of the respondents to
write, by different degrees of disposition and lffedent attitudes. Some questions turned out
to be complex and their wording was possibly coinfyigor the participants. Some questions,
like questions number 11 or 17 (respectively: WelBnkenntnisse habe ich gewonnen? War
genlgend Theorie da, um das eigene Lehrerwissesygiematisieren?) could have been
perceived as suggestive questioning, assumingtibatachers had experienced some sort of
gains from the workshops or that theoretical isdum$ a function in teacher development.
Although the researcher did expect the teacheahswer in a free and responsible way and
despite the fact that the participants were notuatson characterised by a direct relationship
of authority, the design of these questions malecef conceptualisation of learning and of
theory that can not be assumed.

Significantly, also regarding the interviews, thevgnh useful questions were those which
required some thinking on the part of the teach&ssh as the ones about their goals or the

difficulties they perceived, to cite only a few.
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The tentative operationalisation of the hypothakisempetence from the perspective of
“autonomy” proved to be appropriate in that it leglgo reveal some aspects that had received
little attention thus far. However, more aspectsiarneed of investigation, such as: Are there
any clearly definable stages of professional dguaknt? Is it possible to identify which
strategies are typically associated with which sfag/Vhat other relevant components
constitute the Professional Development Competehdanguage teachers? Moreover, as an
indirect measure or instrument of unobservable gsses the procedure needs refinement in

future research.

4.6.1 Limitations of the study

The overall generalisation of the results of thuglyg is limited for different reasons.

The sample— Overall, given the limited number of teachers pgrating in the interviews
(=10), it is difficult to make claims about the gealisations of the results of this study. In
addition, the extent to which we can make wideimtsais limited because all the participants
were teachers who voluntarily attended the teacldgvelopment programme
KommUNIkation This is therefore a sample of teachers who caassamed to have a high
level of motivation and to be open to new ideasl, @m not be generalised.

The instruments — As an indirect measure of inner processes, thevieigs can inevitably
only be approximate. Furthermore, the validity efhalisations is also a relevant issue. The
entire procedure is based on the verbalisatioriseofeachers, in the open-ended questions of
the questionnaires as well as in the interviewslifa (1986 quoted in Pope 1993: 28) warns
about the reliance on articulate people as mistgadnd compares them with the case of his
mother who “whilst being [...] able to voice her tlghiis about planning to cook and [...]
decisions while cooking, was nevertheless a terrddok”. Appel (2000: 285) also warns
against verbalisations “als Abbild handlungssteeebgnitionen®. He provided evidence of
some discrepancies between what teachers say aatl tiwby really do. Nevertheless,
verbalisations can be windows to beliefs, valueknowledge. On the other hand, observing
the teachers during classroom instruction woulgéeial and insufficient as an indicator of

their learning processes.

Overall, some of the strategies identified in teiady might sound more general, and are
applicable to other teachers as well. With différeesearch instruments more specific
strategies could possibly emerge and could prodtloer factors that may be more specific to
L2 teachers or yield other strategies not mentidneteachers in this study. More research is

thus needed to investigate specific language tearbéessional development strategies.
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The language- Despite all attempts to conduct the interviews smoth way, the language
by which the interviews had to be conducted didepmgproblem. The use of a lingua franca
was not always a self-evident matter. The diffigwdf which language to choose with the
teachers so that they could express their viewsitatmmplex abstract matters, such as one's
own professional development cannot be underestohmalthough the teachers all live and
work in Germany and are proficient in German, Germamains a foreign language for the
participants, including the researcher. Using Efglas a Lingua Franca posed the same
problem. The participants only shared foreign laggs for the purpose of communication.
What the teachers expressed was highly interpvetamnd therefore contingent upon personal
meanings and cultural understandings on the ond, leard additionally on their proficiency
in the L2 (German or English) on the other. Thigimihave affected the interpretati®hof
single concepts, such as goals. However, in thesesahe teachers asked the researcher what
she meant by the word and the words were thenfiethriThis reduced the doubt that they
might have not understood the meaning of concapggiestions. Besides, one could maintain
that even in their own first language individualaymnterpret words differently. Indeed, in
one case the teacher and the researcher sharedirdtdanguage, but the teacher still asked
for clarification about some questions, for examplegout what was meant by "goals".
Speaking the same L1 in itself does not eliminaterésearchers the problem of different
individual interpretations of concepts and the fameéntal problem of interpersonal
communication, which is even increased when usifoggeagn language.

In two cases it was difficult to carry out the iMiews in a language which was not the
mother tongue for both researcher and the inteeswdhe resort to English as a Lingua
Franca was not unproblematic: Teacher B282, althqugficient in English, gave an overall
impression of struggling with English as the mediahtommunication. For teacher N95, it
was difficult to understand the questions in Erigasd they were then formulated in German.

She also answered in German.

The patrticipants — A note of caution is indispensable. It is importampoint out that people,
and thus their individual characteristics, vary rottme, so the description presented here is
intended as a snapshot of a professional positimohwery likely may no longer prevail. It

may depend on the lives or professional phasesetihers are going through, among other

201 Certainly, cultural differences in the way thedeers may have interpreted questions and concapt®tbe
excluded for the present research project. Besitégjre influences the use of strategies as wasliOxford
(2011: 71) remind us. However, although culturdfedénces are an interesting issue that can bé&durt
researched, this is not the focus of the presedist

207



4 Teachers as learners — Discussion of results

factors. If we recall Woods'’s (1996: 257) warnihgttteachers are in a constant state of flux,
we can also say that: “The teachers in the studgmger exist”. Furthermore, the participants
helped to reconstruct the processes involved ifepstonal development and the underlying
symbolic meanings the teachers attributed to iickviare unavoidably partial and related to
their subjective situations. For these reasonsestigations of other groups of teachers
operating in different contexts are required to ptate the perspective of this study. Further
research is needed to substantiate these resultshair consistency with other follow-up
studies, in order to make a relatively strong das¢he adoption of the proposed perspective
on teacher professional development.
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5 Conclusion

Based on the results of the data analysis discussede, this chapter attempts to answer the
research questions by summarising the major isthescharacterise the forms of personal
contributions when the teachers approach the thgkeo own development and their impact
on the development process. By addressing majaottsethat emerged in the data analysis,
the chapter examines the theoretical and pradtmalications of the study and indicates the

possible areas still in need of further investigati

Structure of the chapter:
5.1 Summing up
5.2 Implications for teacher education

5.3 Suggestions for further research

5.1 Summing up

The most relevant findings will be reviewed in tlsisction, emphasising how decisive the
teachers’ personal contribution to their profesaia®evelopment is due to the dimensions that
became prominent during the analysis. Among theifsignt features that became apparent
in the discussion of the results, the following &eelected: professional awareness, teachers’
goals, culture of learning and cooperation, thetextnand ‘Professional Development
Competence’.

Professional awareness- The study suggests that the reflective workeafdming aware of
the many aspects of the “professional self” (B&2@0) is a process influenced by attitudes,
beliefs, and strategic behaviour. With developmelttthe teachers may become more aware
of themselves as learning professionals. They heftets vary in the scope of their
awareness. For the majority of them an increasselficonfidence was evidenced. What
distinguished the ‘developers’ from the ‘learnewgs their enhanced awareness of many
other dimensions related to their learning, sucthas goals, their attitudes towards their own
professional development and their meta-cognitibei use of meta-cognitive strategies and
their development of meta-cognitive knowledge). Tolly understand what this
accomplishment entails, what Maslow (1970: 99) ikss$e this regard should be noted: “to be
able to recognize one’s own needs, to know what @madly wants, is a considerable
psychological achievement”. As a side-effect, teeallopment of self-awareness may also

produce a need for positive regard, manifest ingbarch for acceptance, as teacher A54
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clearly indicates with her need to have a peermgueith whom to share good teaching.

Some other aspects were highlighted as criticdémdihces among the teachers, such as the
value that they placed on the@y Only three of the teachers could appreciate ihthe
contribution of theoretical impulses to their deprhent. This resonates with other research
findings, which attest to the limited effect of ting. Singh & Shifflette (1996: 155) report, for
example, that only one teacher out of fourteen doweading educational journals to be
valuable. Borg (2010: 421) came to a similar cosicln with respect to teachers’ engagement
with theory (not to mention teachers’ engagemiantheory?). He found that despite its
undeniable potential for teachers’ growth, reseambagement still remains restricted to a

minority of teachers in the field of language teagh

Teachers’ goals

Goals are assumed to play a prominent role in iegr(Bokaerts 1999; Lemos 1999). The
relevance of goals and goal setting as a key ntaiiva process (Schunk et al. 2010: 174)
was confirmed in this study for the teachers ingsabp 1, who were the only participants to
consistently display goal-directed behaviour. HogrevCorno’s (1993: 15) claim that once
the learners “move from planning and goal-settm¢he implementation of plans, they cross
a metaphorical Rubicon”, protecting and committingheir intentions, did not always hold
true. As the teachers in subgroup 2 suggest, lwage of their own development goals did
not help influence the way they pursued them. Theaehers were not able to sustain their
learning intentions effectively. Also Lipowsky's Q20) assumptions that goals influence
perceptions of relevance in the teachers was thereinly partially confirmed by the teachers
in subgroup 1 and proved to be insufficient for $keond subgroup.

With respect to the orientation of their goals, teachers differed along the “maintenance-
change” dimension (Schunk et al. 2010: 182). A fgeastyle” seems to apply for the first
subgroup of teachers, who actively sought challenged welcomed new learning
opportunities. Conversely, a ‘maintenance stylearebterises the teachers in the second
subgroup, who retained their general goals andpatih not satisfied with their achievement,
were not able to improve upon it: ultimately, ttegpeared to accept the situation.

Whereas half of the teachers in the present stodydcsee their professional development

goals as distinct from their students’ learning;, ttee other halfthe goals of the learners

292 The consequences of these results will be addtésshe Chapter 5.3 “Suggestions for further resfea

293 Borg explains that the former refers to teachems wead and use research, as opposed to engagénient
theory, which refers to teachers doing it.
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became their goals;they seemed to identify themselves with them. @a lsand, this result
confirms what has been reported in the literatuhat “good teachers” (as | take the
participants in this study to be) care about thearners. The goal of learners’ learning is self-
evident: it corresponds to the intuitive expectattbat teachers want the learning of their
students to be successful. Teachers’ interestem karners is documented in the literature;
Day (1999: 14) refers to the “connectedness offte@cand learners”. According to Guskey
(1986: 6), ff] or the vast majority of teachers, becoming a bétimcher means enhancing the
learning outcomes of their students”. He points thait the reason why teachers “take on
extra work and other personal costs of attempthmnge is the belief that they will become
better teachers artieir students will benefit(ibid. 6, quoting McLaughlin & Marsh 1978;
italics in the original). Quoting Harootunian & Ygar (1980) Guskey claims, in addition, that
“most teachers define their success in terms af fhils’ behaviors and activities, rather
than in terms of themselves or other criteri@id. 6). In this study this was confirmed only
for half of the teachers. This conclusion also c¢atks that the concept of “learner-
centredness”, which is evident in textbooks and texsurred frequently during the last
decades — has reached the teachers.

On the other hand, however, the teachers’ “leaceatredness” in the present study could
also be considered initially as “overinterpretation the side of the teachers: being learner-
centred would then mean relinquishing the teachmsssonal role. Overall, this also suggests
that in these cases the goals are dictated by“thestomers” rather than by themselves. In the
context of the study, this in turn is related te tlivelihood’ concern of the freelance teachers.
Further, making the learners’ goals their own calkb be interpreted as a lack of awareness
of their own learning needs. This does not necégsarean that the teachers’ own
professional development aims are not important tf@t they do not set goals for
themselves), it is possible that these teachermatreaware that this aspect is part of the
teaching development process.

We can entertain another feasible explanationterlack of goal perception in some of the
teachers: what could apply to these teachers is Whuands (1996: 20) argues for language
learners: namely, that they delegate to a secomty ghe management of their own
professional learning, thereby displaying a ‘tradial’ learning behaviour, and expecting
teachers’ trainers to assume the responsibilitygachers’ learning.

Lastly, the link between setting goals and thealisation is not self-evident. One analytical
result of this study suggested that even an awsasepé their own professional aims, in
contrast to those of their learners, provided meith sufficient sense of developmental

direction, nor an individually internalised guidedi for future professional improvement.
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Although personal goals are considered a manifefitator of autonomy (Huttunen 1999:
97), this was not supported in this study. The heex in subgroup 2 did set professional

objectives, this alone, however, was no guarant@ermsuing them.

Culture of learning and cooperation

The ways the teachers chose to realise their geais interpreted as the ways they arranged
for themselves in their own “zone of proximal deghent”. It is in this area that critical
differences were identified with respect to thectesas’ personal contribution and control over
their learning. Some teachers did not seem to @essthe threshold of less-demanding tasks
(Hartig & Klieme 2006 quoted in Jung 2010: 203)rtRarmore, some strategies did play a
key role. Very high demanding cognitive strateggash ascé FRAMING, or meta-cognitive
strategies likemé EXECUTION STRATEGY are exemples of strategies that turned out to be
decisive in sustaining the development process,fadhmer by adding complexity through
theoretical issues relevant in language teachind Barning, the latter by reducing
complexity through breaking down the tasks at hiaal manageable steps. Social-affective
strategies proved to be decisive as well, in thaty tallowed the teachers to protect an
important but neglected dimension of professiomaletbpment, the affective area. This result
resonates with DiPardo & Potter’'s (2003: 324) alpjmeavoid considering teaching as merely
cognitive and ignoring the emotional involvement tbe teachers. The social-affective
strategies used by the teachers in subgroup latedlow much emotional work is involved
in professional development and how important ittes have a holistic approach to
development. At the same time, these strategiegd pmi‘emotionality as an untapped vein in
the work of teachers” (DiPardo & Potter 2003: 338§ majority of the teachers displayed a
low use of these strategies and did not seem tnage of the impact of this dimension on
professional learning.

These strategies also emphasise ribed for professional development to go beyond the
individual boundaries, extending to collaboratiearhing efforts with colleagues, and that
this is indispensable for their professional gravihis result supports the findings by Singh
& Shifflette (1996: 157), who concluded that “péeasd “awareness” are two major factors
that contribute to teacher professional developmieralso reflects the critical features that
according to Wilson & Berne (1999: 183) disting@dhadvanced stages of development,
namely, seeing the need for social learning andgidenng the practice as a site of inquiry.
Autonomy, in the context of professional developmeatoes not mean “going it alone”
(Campbell 2009: 22), but refers to the ability tesign one’s own learning environment in

ways that support continuous professional developmeElowever, the majority of the
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teachers in this study seem to go their ways aloOméy the teachers in subgroup 1 chose the
“collaborative” mode, looking for social connectsthat sustained them in their professional
development task. The significance of collaborateagning is therefore another major result
of the present study. In line with Singh & Shiftee{1996: 157), this study demonstrates that
all teachers enjoy sharing ideas with one anotherseeing colleagues in practice.
Nevertheless, collaborative learning proved to meféective way to learn and an appropriate
strategy for tackling the daunting task of profesal development only when it was exploited
purposely, as in the case of the teachers in subgio Otherwise, spontaneous forms of
contact with other colleagues did not appear tgsttpthat forms of collective participation
which Garet et al. (2001: 922) claim are necessaryeachers’ professional growth. To be
sure, more opportunity to discuss and share idedsiaeds may help contribute to a shared
professional culture and to developing common wstdadings of goals, methods and forms
of participation, which in turn could increase teas’ capacities to develop themselves as
educators. These forms would help ensure that éegoiofessional competence becomes
“individually situated” (Day 1999: 57).

What is still missing, as Loewenberg & Cohen (1929) lament, are pedagogical forms of
professional development, that would make the cemmhallenges of teachers’ learning
more perceptible. This pedagogical support is atbhmcated in this study as a necessary path
for future research to take and the pursuit ofatiffe professional development.

Two kinds of attitudes towards professional leagn@merged from the analysis. Although
sharing the common wish to keep abreast of theepsidnal debate, the teachers in subgroup
2 ultimately relied primarily on their teaching exgences and less on the incorporation of
new theories or new methods, while the first subgraisplayed an unprejudiced stance
towards innovation. These teachers do not corrébovdilson & Berne’'s (1999: 198-9)
assertion that teachers do not expect to change wattending professional development
programmes. Whereas the teachers in subgroup lsaésoed to be looking for challenges
and reported experimenting and trying out new agpghes in their teaching, during the
interviews they never mentioned the effort involvéar the second subgroup, the effort
required to introduce innovations was a foregroundcern. This recalls Bokaert's (1999:
453) claim regarding naive models about effort c@tmn. She warns that some learners
“interpret effort as a sign of task difficulty”. ®hpessimistic expectations may then hinder
skill acquisition and self-confidence. Moreoverfoef is closely related to motivation. As
Schunk et al. (2010: 17-8) point out, despite tisagteement in the literature about the nature
of motivation, there is agreement about effort ae mdicator of motivation. Accordingly,

learners who choose to engage in a task and exgféortl are more likely to achieve higher
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levels of competence. This seems to be supportddsrstudy for the teachers of subgroup 1.
The teachers with a 'developer’-profile indicatattthey need to reflect on a wide range of
things for their professional development: theyiobsly need to reflect on their teaching and
their learners, but also on themselves as learrerstheir learning process, constantly
monitoring it in order “not to forget”, and, mor&ysificantly, on their own well-being —

which is not self-evident for the other teacherhjl@evconstantly adjusting their goals to the
rapidly changing social and educational demandesé& meflective skills proved that “learning

to learn” is a quite complex process for the teexbéthis study.

One surprising result concerns the teachers’ Iselsgime core beliefs did emerge, associated
to the use of L2 or the role of the teacher inlamguage classroom. However, in regard to the
participants in this study they were not a hindeate innovation as long as a) the teachers
were aware of them, and b) their learning attituohetivated them to challenge their own
beliefs, leading them to engage in a variety oivdis that introduced them into a broader
professional discourse and allowed for opennessete experiences. Beliefs, on the other
hand, had an impact on the remaining teacherstimgean internalised teacher role, (cf.
teacher B282, whose beliefs influenced the waypshteeives her development and led her to
almost deny it) and influencing the expectatiomtib should supervise learning (cf. teacher
1312 and B282, who both expect help from the oetsitbm experts, handouts or “recipes”).
In these cases, beliefs were indeed an impedirtamilarly to Appel’s (2000: 278) findings,
innovation then appears to be ultimately welcomlg aen it does not cost much investment
in time and effort. Smith’s (1996: 208) conclusidhat theoretical ideas are adopted when
they correlate with teachers’ beliefs, as well dema’s (1994: 613) claim that “the greater
the difference between training content and teabbbefs, the less learning took place” were
not confirmed for the teachers of subgroup 1, wimotlee contrary, were looking for
challenging perspectives.

Overall, the learning behaviour of the ‘developeppeared to be the result of a negotiation
not only with oneself, but also with one’s own neeohd goals, but it was also extended to
include colleagues and epistemological demandsdhfy expectations on the part of society),
whereas the negotiation process of the teachelsanitearner’-profile took place only with
oneself alone. This internal negotiation accord$ wantolf & Thorne’s (2006) remark about

the crucial process of internalisation at the adriearning:
[lnternalization is a negotiated process that gaaizes the relationship of the

individual to her or his social environment and getly carries it into future
performance (2006: 203 referring to Winegar 1997)
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From this perspective, professional developmenrk &ther the shape of a solo performance

(emblematic of this attitude is teacher D243, whentions the loneliness of teachers several
times) or of a participation in an orchesfalas the need for a support and a study group
expressed by the teachers of subgroup 1 suggests).

More importantly, the ‘developers’ indicate thakithlearning process is not haphazard.

Forethought, planning and monitoring are what miiegr learning a process, and not just a

collection of exercises (Holec 1987: 147). Thisc@l feature distinguishes these teachers
from all the otherS”.

The context —This research project confirms that a great dealeathers' development
occurs on a private basis and “through private egpee” (Tickle 1994: 198). If this is the
case for the freelance teachers operating in thaegb of autonomous professional
development, then this study offers a fragmented picturerofgssional development. As the
KommUNIkationworkshops were an institutional initiative, thgrsficance of the context
was indirectly supported in this study, whereasdlaén that workshops are inadequate as a
form of activity meant to foster professional deyghent (cf. Chapter 2.5; Loewenberg Ball
& Cohen 1999; Brumfit 1995: 32) was not confirmé@the projectKommUNIkationinstead
proved to be a good opportunity for professionaleflgoment. The teachers in the present
study appreciated them enormously and reported nmgaigis, ranging from concrete
approaches (such as learning methods and new fidletesaching) to more abstract benefits,
such as becoming more and more aware of themsas/@sofessional learners. At the very
least, the teachers managed to reinforce theircselfidence. In contrast to what is
maintained in the literature (cf. Hargreaves 1998, the teachers in this study did not reject
one-shot workshops, and were grateful for the pofmal development activities on offer at
the local level. This should suggest the necesditaution when simplifying condemnations
of the format of professional development actigitii is rather the local context that seems to
be a determinant. For the teachers in this resgamgject (mainly ‘housewife teachers’, to
quote A54, who with all their family obligationseastill striving to acquire and develop
professional competence), in a context in whichfgesional development activities are
hardly available, the workshops definitely représdra “convenient store”, that provided a

meaningful learning opportunity for them.

04| am adapting a term used by Oxford (2011: 18).

2% Forethought and a targeted use of strategies bh@em proposed as determining differences also in
Zimmerman & Kitsantas (2005: 518).
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Nevertheless, there is still much to be done ibatext is to provide the teachers with the
support they need. In terms of recognition, incessj reward, better pay, or attributing more
value to the teachers’ job, for example, the cantexhis study lacks a coordinated support.
The culture of teacher professional developmentulshde a shared endeavour, but the
analysis of the teachers’ goals seems to point tdisaontinuity between the system
(institutions) and the individual teachers. Thdeaido not see a connection between their
perspectives and official rewards or professiorsaker chances. The former does not place
any demands on the teachers. They coexist in phraith a minimum of profit on the part of
each. Enhancing this connection would actually Itasua better system. The results of this
study certainly suggest a possible path for futasearch.

In terms of expectations, i.e. what institutionsnded from the teachers, the context for the
teachers in the study is perceivable in a veryddosm — as recommendations, suggestions or
just workshop offerings — or not perceivable at &l only one case, was it obviously
mandatory: teacher A54 was the only one who waeargd to attend teacher conferences,
such as IATEFL, by the publishing house she wooks f

| agree with Diaz-Maggioli (2004: 11) who argues tlee importance of context support: “the
influence of school cultures cannot be overstatesly can either hinder or improve teaching”.
Pointing out the negative reactions of the teach@rsinovative implementations, such as
those demanding “teaching for communication”, Sawig (2002: 5; 17) also argues for the
need to support teachers. Balboni (2001) convirgingnsiders any form of teacher support
as vital for the development of the teachers agdhehing courses themselves. The fact that
not all the teachers perceive the need to exphatresources available does not imply that
these resources should not be there.

However, although the context is an important congomd in teacher professional
development, in this study it does not seem to hee dritical element. In fact, if the
recommandations are virtually addressed to everywhg do some of the teachers respond to
the call while others do not? The support on the giathe institutions for which the teachers
work is only one important element in theone of proximal developméntbut the teachers’
personal contribution to their development taskedr out to be central. Overall, what the
present study shows is that even if the instit@ionontribution can be missing, the

responsibility for one’s own professional developinghould nevertheless still exist.

Professional Development Competence
In the attempt to make the professional learniragg@ss more discernible, the study suggests

that the teachers’ personal contribution to thefgesional development task is crucial. The
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results confirm that professional development c®mplex, effortful and sensitive endeavour
on the part of the teachers, whose personal inedtoonstitutes an important factor in the
multifaceted picture of language learning.

The claim that teacher professional developmeatdempetence in its own right seems to be
confirmed as well. The teachers with the “develdpeofile suggest that teachers face a very
complex and demanding task and that the processmfoving as a teacher requires a
multidimensional approach. It requires them to ledl-e@quipped with very specific strategies
and appropriate attitudes. The study results aldstantiate what Pennington (1995: 705)
claims about teacher professional development: 4Bse it means challenging, ultimately
deconstructing, and then reconstructing ingrainedtice and long-held beliefs [...], lasting
change in teaching practice is not easy to accatmpli

This study clearly indicates the need for a chaogeards a more comprehensive conception
of teacher professional competence, that explicailigresses the learning process of the
teachers (cf. Chapter 2.2.2; Stern & StreissleO12®). It also shows that developing the
ability to perceive oneself as a learning profesasidnvolves an individual process which
may depend on individual characteristics and magrieanced by educational programmes
and formal training, if the necessary learninguadies of the teachers exist.

Adopting the perspective of “teachers as autononearsiers” proved to be useful in many
ways. Initially, it showed that, as regards leashdevelopment, in the case of teachers there
is an apparent rationale underlying the approaaehdshe strategies they choose. Secondly, it
proved helpful in understanding that the new tedshmle advocated in the research on
autonomy®® does not automatically follow the new learnerderestablished in learner-
centred approaches. Although this is not conteséed, this study demonstrates that, in many
cases, teachers may encounter enormous difficu{f@s example when engaging with
theoretical issues). The new teacher’s role adddeby Wenden (1998) can not be generally
assumed; it needs to be nurtured and supporteddl{hadopting this specific perspective
confirmed two elements, claimed by Freeman (198%et essential in accounting for teacher
development, namely, dynamism and awareness. s3nsthdy they surfaced in the teachers’
responsibility for their own professional developmyen their attitudes towards it and in their
awareness of individual professional learning needs

Lastly and most significantly, adopting the perspecof teachers as learners showed how
complex the development of the teachers can be.tddehers face many challenges, at the

2% \Wenden (1998: 22) states that the new role impéiashers “who are able, motivated and informed”.
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personal level (financial, intercultural, and tinssues, as well as family situations can be
hindrances), at the institutional level (in thetriesed support they usually receive on the part
of the institutions they work for) and at the psdm®nal level (in organising and developing
appropriate plans and strategies). Professionalthrentails a great deal of hard work on
oneself, often as the result of tacit assumptionhié many demands and expectations placed

on teachers and expressed in the literature ohéeaevelopment.

5.2 Implications for Teacher Education

This section discusses the implications of thelte$tom a theoretical and a practical point of
view. Firstly, some consequences are addressdut iattempt to further our understanding of
how teachers learn and develop. Secondly, in tipe hioat this study contributes to bridging
the gap between research and practice, some sioggesill be provided to help improve the

forms of personal contributions and the supporichess need for their professional

development.

5.2.1 Theoretical implications

Professional Development Competence is in ess@eceoimpetence to negotiate with oneself
and the environment what is to be done for one’sm gmofessional growth. The study
indicates that teachers’ development programmesodtribute to teacher development, and
at the same time the results seem to indicate Wan Professional Development
Competence is set in motion, it is associated hidginer levels of professional awareness and
a greater use of strategies. Two aspects — thessigcef supporting development initiatives

and the enhancement of professional awareness bendlddressed in the following.

The necessity of supporting the teachers

One first consideration has to be made with regardhe deceptive dichotomy between
autonomous development and support for teachems.fddt that the teachers in this study
react to initiatives of teacher development ineaté#int ways, should not lead us to conclude
that the initiatives are not useful. When drawingaaallel to language learning, it can be
claimed for teachers what Little (1997: 229) haseal out for learners: “children get their
verb endings right when they are developmentaladyeto do so, not when parents decide
they should”. In agreeing with Little then, the ileption is that “developmental learning
requires not only the constant stimulus of intacectwith others, but also guidance and
supervision” {bid. 229) — in this sense teachers’ autonomy doesnaain isolation (cf. also

Campbell et al. 2009: 22). Although teachers ambra may follow individual paths in the
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course development, this does not exclude the siégds support them. On the contrary,
Vygotsky (1978) shows that assistance is an essa@mponent in the concept of theone

of proximal developmefit In order to be able to develop without assistatiezlearners need
the interaction with others: Vygotsky's ,zone ofogimal development® implies that
development is bound to either more capable peessperts ipid. 86). As Moon (1999: 97)
does, we can argue that no one can be forcedlextebut it is possible to create conditions
that can induce reflection. Similarly, Johnson @093) accentuates the interrelationship of
the teachers and the context, which means thattéaZher education programs have an
obligation to inform L2 teachers of and provide nthavith the tools to actively and
continually scrutinize the macro-structuf®shat are ever present in the contexts in which
they [...] work”.

The support provided to language teachers canmne®y forms. Sustaining teachers in their
engagement with theory seems to be a relevant.igsueeacher P73 noted, being introduced
to all those pedagogical theories at the beginmihber career was too much; they would
make more sense now that she has more experiercerehharks point to the problem in
teacher education referred to as “front loading’e@fman 1994 quoted in Freeman 2002: 11),
which consists of equipping the teachers “in adeamat the start of their careers, for all they
will need to know and be able to do throughoutrtkeching lives”. Although teacher P73’s
words may indicate that the early provision of tie¢ical knowledge may not be appropriate,
nonetheless she and the other teachers in subdroupth their statements about theory,
confirm that teachers’ engagement with scientibo@pts has had an impact on them and
was crucial because it can lead to the developmoktwhat is already ripening” (Johnson
2009: 23).

Moreover, the study underlines the social aspectzafessional development. Teachers as
learners seem to prefer having an interactive iegrenvironment. The sharing and the
exchange with colleagues is a beneficial featund, development policies should make use
of the opportunity to invest in teachers and t@wdorms of teacher support that promote the
collaboration among them. Day (1999: 174) emphasii®e relevance of teachers’
professional networks as powerful sites of teadbarning. Sustaining the teachers on the
institutional level with different forms of actiwits would validate professional development
and the teachers could choose the form that bésttheir learning style. Whether they prefer

to delegate responsibility to supervisors or whettieey prefer individual research or

27 These macro-structures refer to the ensemble big® and practices related to language learning a
teaching (Johnson 2009: 93-4).
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collaborative initiatives, would not matter — thariety of activities on offer would make a
difference. Moreover, from one external suggestideacher may develop a flow experience
or an intrinsic motivation to engage in new praatiexperimentations. Finally, recalling the
considerations of the teachers in this study athait underpaid financial situations, it is clear
that other forms of support from the context, i of recognition and incentives, would be

extremely welcome and would enhance their sensigegrofession.

The evaluation of teachers’competences surely itotest a central concern for educational
policies in order to meet the new epistemologicaindnds of lifelong learning. Recalling
what Freeman (1989: 42) claimed, when arguing ttatimpact of teacher development on
the teachers may be internal and not directly atioles one implication would then be that an
evaluation of competence is best if internal. Sanhyl, Reynolds & Salters (1995: 353) pose
the problem of external assessment when they engghdlsat competence can not be
measured through observation of behaviour or ciedsldo tick off. This again suggests that
self-assessing is a more adequate form of evaluatiteacher development.

In this sense, some forms of support are posdiblayoid that what is not evaluated remains
completely inaccessible to teachers. Current eduwt efforts in language teachers’
professional development promote more holistic ®rmof assessement of teachers’
competence, such as self-evaluation in teachemtfoios. However, the teachers in this
study have shown that self-assessment was thear wajakness. Even for teacher A54, who
displayed a high degree of professional awaremessjoubt about whether she possessed the
necessary competence to self-evaluate should &l find ways of promoting this complex

competence.

Teachers’ Portfolios

A portfolio represents one possible tool useful sustaining teachers’ developmental
enterprisé®®. Questioning ourselves about how we — as teaché&rsow what we know, or
why we do what we do, would in fact provide thei®der one of the major appeals in the
debate about teacher education — namely, thatgsiofeal inquiry become an integral method
in professional thinking (Cochran-Smith & Demerd.@0Loewenberg Ball & Cohen 1999).

In light of current belt-tightening educational s, the portfolio is one form of teacher
support with many positive characteristics. The insagificant will be highlighted here:

- It supports self-awareness, facilitating a refleetstance and responsibility for learning

2% addition to initiatives at the institutional ke\Msuch as teachers’workshops, teachers’ progranetoe)
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(Kohonen 2001: 15-6). As such, it is a way of prdngthe negotiation with oneself and
the culture of teaching while still maintaining @vate character.
- It links important dimensions of professional deyghent, such as reflection, self-
responsibility, awareness and appraisal of oneis development process
- It makes the development process more tangibleexplicitates processes, strategies and
attitudes that are involved in the development @ss¢ making them more accessible to
the teachers.
Sensitising the teachers to their personal cortidhuand making professional development
competence more preceivable to them may represamgréficant chance for teachers to
become more aware of their “professional self” ag@k in progress’. This would support
them in viewing their profession as one which reggiia culture of responsibility as well as a
developmental attitude, abandoning the “thinkingt you are a teacher and full stop”-attitude
(to quote teacher A54). In short: raising awarerdshe ‘professional self’ should become

the focus of attention for the teachers.

5.2.2 Practical implications for teachers’ portfolos

Because autonomous learning can not be imposed;aweonly contribute to creating the
conditions that support it, sustaining teacherthair self-evaluation, which ended up being
one of the weakest area of professional developimnethis study, and promoting awareness
for the relevance of their personal contributiortheir own development. Portfolios represent
in this respect a powerful instrument for teacheedf-evaluation.

The choice was made here to acknowledge existifigctwe work dedicated to the
improvement of language teacher education, and affr@al document was selected: the
European Portfolio for Student Teachers of Langsa@&OSTL, 2007). As stated in its
introduction, the Portfolio is a document which aimt encouraging students engaged in
initial teacher education not only t@flect on their didactic knowledge and the skills
necessary to teach languages, but also to helptithassessheir own didactic competences.
The main part of the portfolio consists of a sel$essment section, containing ‘can-do’
descriptors “of competences related to languagghteg which [...] may be regarded as a set
of core competences which language teachers sitiid to attain” (EPOSTL 2007: 5). The
descriptors are intended to enable the teachemsotator their progress and to facilitate
reflection andself-assessmeir(ibid. 5).

Two considerations are made here: first, the coempess highlighted above in bold refer to
those metacognitive competences, which in the ptestudy were associated with the

teachers of subgroup 1 and can not be assumedasdtde all teachers. Secondly, a careful
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examination of the descriptors discloses that #exptors rely on the core assumptions of

autonomous learning, strategy awareness, and agszaf life-long learning, which again

can not be taken for granted. The implication adednhere is that the training of these

competences on which all these demands rely isnalisehe portfolios: they should thus

figure under teachers’ competences and no longeairetacit.

New descriptors could be developd that revolve rdaihe relevant concepts which emerged

in this study:

- Self-awareness: Mapping oneself, one’s own goafsrations and beliefs; mapping one’s
own knowledge in relation to the field and the et

- Self-actualisation: exploiting internal and extérn@sources; developing effective
strategies to approach the task of professionakldpment; developing a sense of the
consequences regarding one’s own development

- Self-evaluation: developing criteria for monitoriagd evaluating one’s own progress

If completed with additional descriptors as the os8aggested above, the existing portfolio

may enhance professional self-awareness, addreasithgse specific aspects involved in the

competence of professional development, and turthegn into possible targets of change

and with the possibility of teachers being ablacbupon themselves.

5.3 Suggestions for further research

This study has been a first step in an attemputihér our understanding of the “unstudied
problem” (Freeman 1996: 374) of how teachers coute to their own development. It
provided the groundwork for the many ‘hidden’ agpeannd assumptions that relate to teacher
learning. Some questions, however, still remainnope the following, it is suggested that

further research is needed to substantiate theapiprof this study.

The present study has drawn attention to the coatplef the process of teacher professional
development. It has indicated crucial aspects waain the task of developing as a language
teacher and has proposed that a competence imwitsight is also involved in the task of
professional development. The investigation wagpadure point from which the possible
elements of this competence could then be detedniRerther investigation is needed to
explore other aspects which did not emerge in s$hisly and to discover more about the
acquisition of this core professional competenaidifonal research is also needed to deepen
our knowledge about the specific strategies thatnséo determine teachers’ development
processes in order to promote teachers’ awaretieissro.

In this study the results of the reactions of sashehe teachers to theory should not be
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ignored as argument to dismiss theoretical conc&wen if only a minority of the teachers
succeeds in being able to appreciate theory, thlisldvindicate instead the necessity of
finding viable forms of mediating theory in waysathmake it more accessible. Similarly,
Borg (2010: 416) addresses the need for researbk ttranslated” for teachers. If we want
teachers to incorporate theory and research imr flearning process, then one of the
challenges in the field of teacher education ilsuthat of making them more accessible to
begin wittf.

Although the main thrust of this study accentudbes personal contribution of teachers to
professional development, nevertheless, the suppdine institutions is also relevant to avoid
leaving the teachers alone in their enterprise.c@oclude with what the authors of the

TALIS’ report implicitly propose:

“Teachers matter” seems to be the number one trinseducational discourse.
Yet, surprisingly, when it comes to explaining htaachers matter, the evidence-
based picture is far less clear. (OECD 2010: 20)

In this study, taking the perspective of teacharprafessional learners demonstrated one of
the many ways of looking at teacher professionahmetence. Other perspectives are still
needed in order to provide a more comprehensivdungicof teacher professional

development. If teachers do matter, then we aledctalpon to create the means for making

innovation and professional development in eduodt&ppen.

29 To draw a parallel to language learning, similéerapts have been made to impact on grammar inistnc
such as input processing oriented approaches acfP&tten 1996.
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Appendix 1 — Pre-Post Questionnaires used inviir&shops

Questionnaire

Vorname — Name: Welche Fremdsprache(n) unterrichten Sie?
Muttersprache:
Ausbildung: Welche Art von Kursen?

Ihre Fremdsprachenkenntnisse

(bitte auch Niveau angebén) Ihr Department / Institut:

Seit wann unterrichten Sie?

Haben Sie schon an an Lehrerfortbildungen teilgenen? ja—nein

Woruber? fitte Stichworte auflisten)
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Vor dem Workshop

1. Was weil3 ich schon Gber das heutige Thema?

5. Wie grol3 ist meine Bereitschaft, die Anregungeam Workshop in meiner

Unterrichtspraxis umzusetzen?
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Nach dem Workshop

10. Weil3 ich jetzt deutlich mehr Gber das heutipena?

14. Wie grol} ist jetzt meine Bereitschaft, die Ajuregen vom Workshop in meiner

Unterrichtspraxis umzusetzen?

15. Habe ich heute die mir vorher gedachten Sclgkieiten gehabt? Oder andere?

Wie habe ich versucht, sie zu bewaéltigen?

20. Andere Kommentare:
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Appendix 2 — Final guidelines for the Interview gtiens

(5 sections)

General, warm-up

Language taught

kind of courses and students
hours per week

current position

years of teaching

Teacher Training

specific training in teaching a foreign languagébeteaching
other training/ seminars sink@mmUNIkation

kind of support for professional development a\ada
acknowledgment by the institutions

learning gains from teacher training in general

KommUNIkation-workshops

reasons to attend them

expectations attending them

learning gains and beneficial features frkammUNIkatiorRprogramme
using the content in practice

Teacher Development

currently doing ...

goals for professional development (different frisva beginning ones?)
what helps most for development

what is easier / difficult

learning preference (practical or theoretical fragnusw)

Teaching

factors that promote change in your teaching

any development noticed in teaching

biggest challenge today for or demands on langteaghers
the sources of your ideas about teaching

teaching materials or textbooks

comfortable teaching method or philosophy

most rewarding aspect of teaching
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Appendix 3 — Versions of the interview structure

Semi-structured guideline for the pilot interviews

Pilot 1

General questions, warm up

Any benefit from Teacher Training (TT)

most important elements in TT

how should in-service training be structured taubeful

any divergence experienced in a training situation

limits of in-service training

identifying change in teaching

source of teaching ideas

role of teacher, impact on students/learning

rewarding aspect

Pilot 2

General questions, warm up

teacher training

example of training for languaggchers that yo
found particularly interesting

j =

kind of support for professional developmeé

available now

wished structure, theory or content/topics

2Nt

any divergence experienced in a training situation

impact of TT on teaching

teaching

identifying any change in teaching /thmgki

characteristic element in their teaching

source of teaching ideas

role of teacher, impact on students/learning

rewarding aspect
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Appendix 4 — Declaration of consent; Informatiomfip Consent form

Declaration of consent - Einverstandniserklarung
Dissertationsprojekt von Elena Gallo

Language Teachers' Developrhen
If you would like to participate in the intervieplease complete and sign below:
Wenn Sie an dem Interview teilnehmen mdchten,détPunkte ankreuzen und unten unterschreiben:

Please check box
Bitte ankreuzen

1. I confirm that | have read the attached informasbeet on the above research
study and have had the opportunity to consider itiiermation and ask
guestions, and had these answered satisfactorily.

Ich bestétige, dass ich die Informationen bezlglies Projektes auf dem
beigefigten Blatt gelesen habe und Gelegenheitehattich mit ihnen
auseinanderzusetzen und Fragen zu stellen, und dlase zufriedenstellend
beantwortet wurden.

2. | understand that my participation in the reseatctaly is voluntary, that | am
free to withdraw at any time without giving a reaso

Meine Teilnahme ist freiwillig, ich kann jederzeivon zurticktreten, ohne
einen Grund anzugeben.

3. | understand that the researcher will hold all datflected securely and |
confidence and that all efforts will be made towaghat | cannot be identifie
as a participant in the study.

o 5

Alle personlichen Daten auf dem Fragebogen unddm dnterview werden
anonymisiert und vertraulich behandelt. Es werdeie aAnstrengungen
unternommen, um die Anonymitat der Teilnehmer walgdeisten

4. | understand that the interview will be audio-retd and transcribed.

Mein Interview wird aufgenommen und transkribiert.

5. | agree to the use of anonymous quotes in writtanuscripts resulting fron
the research, including the dissertation and abgesguent academic papers.

=)

Ich gebe meine Zustimmung, im Rahmen der wisseitigtien Forschung ir
schrifticher Form ohne Nennung meines Namens rizit®mi werden,
insbesondere in der Dissertation und in eventueirads folgender
akademischen Arbeiten.

| agree to the recording of the interview and ustierd and that my data will be used only for academ
purposes and in anonymous form.

Hiermit bestatige ich, dass ich mit der digitalenfdahme meines Interviews einverstanden bin unstefes,
dass meine Daten ausschlie3lich fur wissenschadtliéwecke verwendet und in jedem Falle anonymisiert
werden.

Minchendate:
Miinchen, den

Respondent Researcher
Befragte Forscherin
Signature

Unterschrift
The following consent form has been adapted fronRéeearch Ethics Information Guide, available at
http://www.socsci.ulster.ac.uk/education/SOE_Ethids.pd
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Information form
Liebe Kollegin,
im Rahmen einer Forschung Uber "Professionelle EEktwng von
Fremdsprachenlehrerinnen” mdchte ich Ihnen einrggén stellen, die mir helfen, dieses
Thema zu analysieren und daraus Verbesserungelefliehreraus- und -weiterbildung zu
entwickeln.
Ich danke lhnen deswegen, wenn Sie an diesem Rtejelehmen. Ihre Meinung und die
Erkenntnisse, die Sie in ihrer professionellen Ecklung gewonnen haben, sind sehr
wertvoll.
Ihre Daten werden vertraulich behandelt, nur undsehiiel3lich zu dem oben genannten
Zweck verwendet und bleiben in der LMU Miinchen blkei. mir aufbewahrt.
Vielen Dank fur lhren Beitrag und lhre Unterstitgun
Elena Gallo

Title of the study: Language Teaching Professi@®lelopment.

What is the aim of the study?

| am interested in the competences required by ulagg teachers to approach their
professional development. My aim in this researthdys is to explore language teachers’
understandings of themselves as professionals; pleeceived development needs and the
role of professional development activities, susiKammuUNIkation the one in which you

participated.

Participation

Your participation is entirely voluntary. It is up you to decide whether or not to take part.
If you do decide to take part, you will be givenstinformation sheet to keep and asked to
sign a consent form. If you choose to take pati gan change your mind at any time and

withdraw from the study without giving a reason.

What would I like you to do and why am | asking You

| would like to interview you individually at a muglly convenient time (of approximately
one hour). The individual interviews will be audeped and transcribed. | am contacting the
teachers, who participated to tk@mmuUNIkatios-workshops because they can provide

invaluable insights for this research.
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What happens to the data collected?

The data will be uploaded to my personal computeny home, to which no-one else has
access. A transcript will be printed and used falgsis, which will also be carried out at my
home. When the study will be done, all documerniegiregy to the research will be stored in a

locked cabinet.

How is confidentiality maintained?

I would like to assure you that all data will bedted confidentially at all times. No one will
have access to the data. Where data is directlieduo the dissertation or in any subsequent
publications that use the data gathered in theseviews, names will be changed to ensure

anonymity at all times.

How will the data be used?
The primary use of the data is for my dissertatibhe results of the research might be

subsequently used by me for contributions to camfees or academic journals.

Contact for further information

If you would like to discuss the project furtheskaany questions or clarify any points
concerning my research, please email maata.gallo@Imu.deSprachenzentrum der LMU,
Schellingstr. 3, VG, 80799 Munich. Tel. 089 218®&860
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CONSENT FORM

Title of Project: Language Teaching Professionaldd@ment.

Name of Researcher: Elena Gallo

« | confirm that | have been given and have readl @mderstood the information sheet for the above
study and have asked and received answers to &syigpus raised.

« | understand that my participation is voluntandahat | am free to withdraw at any time without
giving a reason and without my rights being affddteany way.

« | understand that the researchers will hold afbrimation and data collected securely and in
confidence and that all efforts will be made towaghat | cannot be identified as a participarthim
study and | give permission for the researchet®td relevant personal data.

* | agree to take part in the above study

Name of Subject Signature
Date

Name of Person Taking
Consent Signature
Date

Name of Researcher Signature
Date

One copy for the subject; one copy for the researei.

247



Appendices

Appendix 5 — Strategies used by the teachersoffg2

Teacher D243 strategies

D243 cogn.strategies D243 meta-cogn.strategies D243 social-affective strategies

Strategies of teacher D243

Teacher J106 strategies

J106 cogn.strategies J106 meta-cogn.strategies J106 social-affective strategies

Strategies of teacher J106

Teacher M96 strategies

M96 cogn.strategies M96 meta-cogn.strategies M96 social-affective strategies

Strategies of teacher M96
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Teacher M171 strategies

M171 cogn.strategies M171 meta-cogn.strategies M171 social-affective strategies

Strategies of teacher M171

Teacher N95 strategies

N95 cogn.strategies N95 meta-cogn.strategies N95 social-affective strategies

Strategies of teacher N95
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