~~~
~~ '

Key Issues in
Teacher Education
A Sourcebook for Teacher Educators
in Developing Countries

Janet Stuart,
Kwame Akyeampong,
Alison Croft

-MACMILLAN

Macmillan Education
Between Towns Road, Oxford OX4 3PP
A division of Macmillan Publishers Limited
Companies and representatives throughout the world
www.macmillan-africa.com
ISBN 978-1-4050-7999-0
Text© Janet Stuart, Kwame Akyeampong, Alison Croft 2009
Design and illustration© Macmillan Publishers Limited 2009
First published 2009
All right reserved; no part of this publication may be reproduced, stored in a retrieval
system, transmitted in any form or by any means, electronic, mechanical, photocopying,
recording, or otherwise, without the prior written permission of the publishers.
Any part of this book can be copied, reproduced or adapted, without permission, as
long as the parts reproduced are distributed free of charge.
Designed by Mike Brain
Typeset by Color & Print Gallery Sdn Bhd.
Illustrated by Gay Galsworthy
Cover design by John Barker Design
Cover photograph Courtesy of University of Sussex I Stuart Robinson

Printed and bound in Malaysia
2013 2012 2011 2010 2009
10 9 8 7 6 5 4 3 2 1

Contents
Acknowledgements

iv

About this book

V

Chapter 1: Perspectives on teacher education

1

Chapter 2: What student teachers bring with them

13

Chapter 3: Learning in teacher education

28

Chapter 4: Student teachers as adult learners

43

Chapter 5: Pedagogy for teacher education

54

Chapter 6: The practicum: teaching practice and school experience

73

Chapter 7: Assessing teacher learning

89

Chapter 8: Analysing a teacher education curriculum

104

Chapter 9: Design and development of teacher education programmes

121

Chapter 10: Teacher education through open and distance learning

137

Chapter 11: Cross-cultural sharing in teacher education

157

Chapter 12: Improving our practice as teacher educators: from reflection
to action research

170

Chapter 13: The nature of professional knowledge in teaching

190

Activity appendix

205

Glossary

217

Abbreviations

221

References

222

Suggestions for further reading

226

Index

232
iii

Acknowledgements
This book grew out of the experience and insights gained by the three authors while working on the
Multi-Site Teacher Education Research (MUSTER) project between 1997 and 2001. This was co-ordinated
by the Centre for International Education at the University of Sussex, and was carried out by teams of
researchers in Ghana, Lesotho, Malawi, South Africa, and Trinidad and Tobago. The project was funded by
the UK Department for International Development.
Some of the research findings are presented in the book and suggestions for further reading show how
to find out more about MUSTER. The authors would like to thank all their colleagues in the proj ect for
stimulating conversations and ideas which have contributed to this book, as well as the many tutors
and teachers we have worked with in Africa, Asia and Europe. We would particu larly like to thank
the students we have taught at the University of Sussex on the MA in International Education and
Development; teaching this programme helped us to develop much of the material in the book and we
have learnt a great deal from the students who came with experience of teacher education all over the
world. Thanks are also due to DFID for a grant towards the preparation of the manuscript.
We would like to acknowledge Pollard A (1997) Reflective Teaching in the Primary School,
pages 119-127, which we drew on when writing Chapter 3, pages 27-41 , especially Figures 3.1, 3.3
and 3.7.
We are most grateful to all those reviewers who read our drafts and sent us helpful comments. Among
these we would like to mention in particular Ken Longden, who gave us insightful feedback on the work
at several different stages, and Pulane Lefoka, who reviewed the final draft from a Lesotho perspective.
Katharine Giffard-Lindsay did an excellent job, twice over, in analysing, checking and polishing the
manuscript ready for presentation.
Finally, we thank our families who gave generously of their time so that we cou ld write.

iv

About this book
This book is designed to be a resource for people involved in teacher education. it is not a
book for student teachers, but for those teach ing or supporting them, such as:
•

lecturers and tutors in teacher training colleges, colleges of education and university
departments/schools of education

•

in-service tra iners, advisors and continu ing professional development facilitators

•

officials in government departments involved in teacher preparation and development

•

head teachers interested in staff development

•

those working in non-governmental organisations concerned w ith teacher
development.

There may well be other people who find it useful, such as researchers and students of
international education.
There are different ways of using such a resource.

Support for self-study: We know that teacher educators are not always given specific
professional train ing for their job. This book could be used as a starting point. For example,
someone moving from teaching in school to teaching at college level may want to find out
more about the job and how to adapt their teaching. The text, together with suggestions for
reflection, discussion and practical activities, is designed to start them off on such a journey of
self-development.

Textbook: lt could be used to accompany an award-bearing course at a university, such as
a Diploma or Masters in Teacher Education. In this case, it would serve as an introduction to
some key ideas, which would need to be followed up with further reading. To th is end, we
have included lists of references and websites.

Handbook for the professional development of teacher educators (training of
trainers): lt could be used by people involved in continuous professional development
(CPD) for teacher educators, both those who work w ith student teachers and those who
themselves provide CPD or in-service education and training (INSET) for working teachers. in
this case, the course leader would probably want to select relevant chapters and plan their
own programmes around the topics. We have included some practica l activities suitable
for workshops or short courses which can be adapted to local needs and contexts. Some of
these are in the text; longer ones have been placed in an appendix but they also can be used
at any relevant point in the programme.
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Theory and practice in teacher education
Creating a good balance between learning about theory and learning practical skills is a
common problem in teacher education. We met the same problems in writing this book. We
believe that practical action and analytical understanding should go hand-in-hand and crossfertilise each other. Practitioners- both teachers and teacher educators- need a theoretical
framewo rk within which to think about their work:
Without theory, there is no way to distinguish effective teaching procedures from ritual. no way to
determine which aspects of a method are helpful and which are not helpful.
(Krashen 1983:261)

Therefore we have included some summaries of theories we consider useful, as well as
some practical suggestions. But in a book of this size we can only give a short description
of the main points of theories. We urge readers to consult other writers to gain a fuller
understanding. Some useful resources are listed under'Further Reading'.
Wherever possible we have tried to show where, when and why these theories originated. In
the social sciences, such as education, theories are attempts to explain human behaviour and
experience. A good theory is 'useful' rather than 'true: A theory lasts until new research and
new evidence provide a more useful theory, one that gives a more comprehensive or efficient
explanation.
Theories are often inf1uenced by current beliefs and ideologies. This is shown by some of the
theories about human learning (see Chapter 3). Piaget's explanations of how children learn
focus on the individual; Vygotsky's explanations stress the social context. Piaget was Swiss
working within a Western European tradition of individualism; Vygotsky was Russian working
in a society that stressed collectivism at that time. The belief systems of their societies to some
extent affected what they investigated, how they went about it, and what they thought they
had found.
There can be problems when theories developed in one cultural context, such as the US or
Europe, are then applied in another society, such as those in Africa or Asia. Understanding
when, where and why a particular theory emerged enables one to look at it more critical ly.
For this reason, we have included, in places, some historical and social background to set the
educational theories in context. A major aim of the book is to give teacher educators a broad
perspective on how teachers learn. We hope that teacher educators with this perspective will
be able to understand the background to changes in teacher education policy and practice,
and to be partners in the debate about what is useful for the country or region where they
work. There is more on sharing knowledge about teacher education across cultures in
Chapter 11 .

A guide to the text
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The book contains a mixture of types of writing; it includes straightforward text, offering
presentation and explanation, summaries of research findings, examples and case studies. lt
also gives suggestions as to how readers can engage with the ideas, with opportunities to
think how the concepts could be applied to their own situation, or to carry out an activity.

ABOUT THIS BOOK

Reflections
These mark opportunities to pause and think about what you have just read, to relate it to
personal experience, or to look ahead. Often they suggest you apply the ideas to your own
context: to find an example, to compare or contrast. The Reflection should not last more than
five to ten minutes. Your ideas can be jotted down in note form, or discussed with a partner
or small group.

Activities
These mark places where a short task could be carried out related to the ideas just discussed,
such as filling in a grid or ranking statements. Some longer and more complex activities have
been placed in the Activity Appendix. They are designed to stimulate deeper analysis in some
way: by writing or discussing at greater length, or becoming involved in practical action, such
as experimental teaching or action research. Some are suitable for course assignments or
workshop activities.
Both Reflections and Activities can be adapted. We hope that tutors, leaders, facilitators or
trainers will use the ideas as jumping off points for creating their own learning activities.

Case studies and examples
These are intended to illustrate a point in concrete form, and to help the reader to visualise
what an idea might look like in practice.

Research summaries
These are like very small windows, through which you can glimpse a part of the education
world. They can only give the main points, not a full picture. They aim to:
•

provide some evidence to back up points made in the text, to illustrate similarities or
differences

•

stimulate you to read further

•

encourage you where appropriate to carry out similar research in your own context.

Note on the MUSTER Project and its link to this book
The Multi-Site Teacher Education Research (MUSTER) project was carried out between
1997-2001 in Ghana, Lesotho, Malawi, South Africa, and Trinidad and Tobago. it looked
at who became a primary teacher and how they experienced their training; at the
curriculum, at the training colleges, and at the costs involved. The work was co-ordinated
by Sussex University, with the three authors as participants. The key ideas of this book were
developed during the MUSTER project and as a result of its findings. Examples from the
project have been used to illustrate points in this book.

Glossary and abbreviations
At the back there are explanations of the educational terms highlighted in bold in the text,
and a list of abbreviations.

Further reading
This lists a few books and websites that we believe to be particularly useful and reasonably
accessible at the time of writing. However, the Internet is a vast and growing resource, and by
searching it you may be able to find many more up to date and relevant sources.
We have arranged the chapters in what we think is a logical order, but they do not have to
be read in sequence. There are indicators to refer the readers backwards or forwards.
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Ways of using the book
Using it on your own for self-study or with a small group
lt wil l be useful to keep a journal or log in which you write down your reactions, questions,
comments, ideas that you want to pursue further, etc. This should be kept private, so that you
can be completely honest in it; don't write for an audience, write for yourself. However, you
can share selected bits of it with colleagues if and when you wish.
Suggested ways of working (but feel free to devise your own):
•

Read the chapter through once fairly quickly. Note down points, questions etc. that
occur to you and that you wish to return to, but don't stop too long.

, •

Go back and work through it more slowly. Stop at the ReAections and follow the
suggested activity. Write down your ideas but don't take longer than 10 minutes. If
working in a group, share your ideas.

I'
•

Choose at least one of the longer Activities and carry it out as far as you are able,
individually or with others.

•

Find and read something more on the topic, for example using the Further Reading
section as a guide. If in a group, different members can read different sources, or read
the same piece and compare notes.

Even if you are working mostly on your own, it will be much easier if you can arrange to meet
from time to t ime with others who are also using the book, to talk and compare notes. You
can then support and challenge each other. lt is likely that more ideas will come up from the
discussions. If you have access to a compu ter and em ail, you can contact your colleagues in
this way. For example, you can keep your journa l on file, and send selected parts of it to others
for their comments and responses.

Using this book as a partial text or resource for a formal academic course
The book is intended to be a source book for new ideas to be tried by teacher educators,
perhaps as part of an academic upgrading programme. For example, as a tutor you might:
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•

Before each seminar, ask the students to read part or all of the selected chapter.

•

Use the Reflections to organise the actual seminars and focus debate on the issues
they raise. Summarise students' views and understandings, and return to them after
further discussions on the material presented in the text. The idea is to foster critical
reflection and encourage a re-evaluation of concepts and attitudes in teaching and
learning.

•

Use the Activities for group work requiring students to work on particular issues or
topics.

•

Select all or some of the extended activities in the Appendix as assignments. After your
students have gone through these tasks, hold general discussions about their findings
and explore w ith them the significance or implications for their professional learning
and development.

The ideas and concepts presented should be related to your own experience and situation in
your country. Look for examples and evaluate them in the light of the issues raised in the text.

ABOUT THIS BOOK

There is also plenty in the book that would be useful as an introduction for Masters level
students taking more general courses in education and international development. In this
case, some students might not have been teacher educators so the activities would need
more adaptation, so as to allow all students to draw on thei r previous work and learning
experiences.
Finally, we hope that this book provides you with the opportunity to debate assumptions
about learning to teach, but more importantly, that it offers you the chance to promote
critical ref1ection in teaching among your students.

Using this book as a resource for short courses and other professional
development activities for teacher educators
This book can be used to provide readings and activities for short courses or'workshops'for
teacher educators. The participants might be advisors or education officers who run short
courses for teachers working in schools or they might be working in initial teacher education
as college tutors. Here are a few suggestions for ways of using the material:
•

Selected chapters could be used as the basis of an induction course for new
teacher educators. For example, Chapters 2-4 are about learning to teach, while
Chapter 13 offers a more theoretical perspective on professional knowledge.
Practical issues such as pedagogy, teaching practice and assessment are dealt with in
Chapters 5-7.

•

When teacher education reform is being planned, certain chapters could be used as the
basis for preliminary workshops aimed at developing shared understandings of teacher
education, debating possible options, and developing new policy (Chapters 8-1 0).
Chapter 11 on cross-cultural sharing of knowledge might be useful background in
thinking about how information and advice from other countries will be used.

•

When teacher education reform is being implemented some chapters could be the
basis of workshops for teacher educators. For example, if there are proposed changes
in the way student teachers will work in schools, Chapter 6 on the practicum could
be used with tutors to work out how pol icy change will be implemented in their
university or college.

The way in which particular ideas and activities are used wi ll vary with each situation. This
source book is intended to be used by creative educators of teacher educators in the same
way that a creative cook would use a recipe book. An experienced cook would adapt
each recipe according to the ingredients available, the number of people to be fed and
the occasion (wedding feast or family supper). In the same way, workshop designers who
understand how education professionals learn, can change ref1ection points into activities,
adapt activities to the number of participants and resources available, and change the
content of activities according to the needs of a particular situation. For example, a case study
might make suitable overnight reading at a weekend workshop.
However you use this book, our aim is that it encourages you to develop your work. This is
not about learning the latest educational jargon in order to 'talk the talk'. Rather, we hope
that through reading, thinking and discussing, this book will challenge you to change your
practice as well as your ideas. Our world has many problems that we are expecting the next
generation to face- preparing and developing the teachers who work with the children in
our schools is a stimulating and important task.
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Chapter 1

Perspectives on
teacher education
Overview
This chapter sets out to:
•

define the words and phrases we have used in this book to describe different aspects
of teacher education

•

describe four probable ways in which teachers learn to teach

•

offer three different models of teacher education which can be used to analyse
different kinds of programmes

•

discuss the role of the teacher educators, for whom this book is intended.

Introduction
Some of the broad principles and assumptions underlying this book are introduced in this
chapter. it should help you to understand the background to our ideas. We, the authors, want
to make clear that we do not know all the answers. We believe that public understanding
of education and of teaching is developing and changing all the time. Our own views are
limited by our backgrounds, experiences, and cultures. This book was written at a particular
time and place, influenced by the current climate of opinions and ideologies. We hope you
will challenge what we say in the light of your own knowledge, practical experience and
cultural norms. In that way, everyone's understanding will increase and practice will, it is
hoped, improve.

Education or training?
Teacher training, teacher education- both phrases are used. We prefer 'teacher education'
as a broader general term, but we recognise that 'training' is an important component. The
distinction can be made as follows:
Education helps you to decide what to do.
Training helps you to do what is necessary more consistently, effectively and efficiently.
(Steadman et al. 1995:67)
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In saying 'teacher education; we are emphasising that our aims are to produce teachers
who can make decisions about their teaching. We hope they will be able to choose sensibly
between different approaches, methods, tasks, or priorities. When they have taken these
decisions, their t raining should enable them to implement the decision effectively. Mere
'training' can lead to mechanical copying and repetition, and leave teachers unable to cope
with changes in schools, pupils or the curriculum. Therefore both aspects must be included.
For the same reason, we refer to 'students' or'student teachers' rather than 'trainees' or 'trainee
teachers: On in-service courses, the 'students' are serving teachers. We referto 'teacher
educators' to mean anyone involved in initial teaching education, or in-service education.
When talking about the staff of colleges or university departments of education, we use the
term 'tutor' to mean lecturer or supervisor.
To avoid confusion, we refer to children in school as 'pupils' rather than students.

Teacher development: ITE, CPD and INSET
Initial teacher education (ITE) refers to the first stage of forma l education and trai ning,
which shou ld be offered to all who enter the teaching profession before they start ful l time
work in classrooms. lt is sometimes called 'pre-service training:
In-service education and training (INSET) usually refers to specific courses organised for
serving teachers. They can be short or long, general or focused on specific needs. Sometimes
unqualified teachers are given their initial professional education or training through
'in-service' courses.
Continuing professional development (CPD) means providing al l teachers with regular
opportun ities for professional growth, ranging from working with colleagues through
short INSET courses, to gaining further qualifications. The term is also used in many other
professions.
Teacher development is a similar term used to imply career-long learning for teachers.
Figure 1.1 Teacher development

ITE

Key

~

2

INSET
Courses

CONTINUING PROFESSIONAL DEVELOPMEN T

In the 21st century, CPD is becoming increasingly important for many reasons. lt makes little
sense to try to put all the knowledge teachers will ever need into a two or three year course
at the start of their career. lt may well be more effective to offer a short initial programme
fol lowed by regular in-service courses tailored to the teachers' developing needs. lt might w ell
be cheaper too. However, it is often more d ifficult to organise.
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An important study from the World Bank, entitled Teacher Development: Making an Impact
(Craig et al. 1998), looked at examples of good practice in teacher education around the
world and came up with some wide ranging policy suggestions. Those relevant to this book
are summarised below.

Good practice in teacher education
Some of the main issues highlighted are:
•

Teacher education programmes can make a difference to pupil achievement,
though this depends firstly on the type of programme and secondly on the support
the teacher gets once they are in the classroom.

•

Teacher development is a process not an event. lt happens in stages, over
many years. Teachers need pre-service train ing, but also continuing professional
development. The latter should include improving both their subject matter
knowledge, and their skills in teaching, observing, assessing and ref1ecting. 'They
need other teachers and supervisors to help them solve problems and support each
other through discussion, modelling and coaching'.

•

There are many different ways to prepare and support teachers in a variety of
environments. Initial teacher education (ITE) courses can be as short as 15 days or
as long as five years. The shorter the initial training, the more need for follow-up
support in the school or through in-service courses.

•

Practical train ing, based on the realities of the classroom and ongoing on-the-job
support, is the critical factor in any successful teacher education programme.

•

Distance education programmes, if careful ly designed, are sometimes cheaper and
can be effective if good local support is available.

Some specific recommendations of the report:

Early years of teaching
•

Provide focused instruction for new teachers. Beginning teachers need initial
preparation in their subject matter, f1uency in the language of instruction, knowledge
of how to use instructional materials, and some basic classroom management and
ref1ection skills. Most of these skills are best learnt through on-the-job practice with
coaching, which can be done through a traditional pre-service programme with
substantial supervised practice teaching, or with close supervision and ongoing inservice training while on the job.

1•

Consider a range of alternative teacher preparation programmes suitable for or
adapted to local needs and constraints. Programmes such as shorter school-based
initiatives with ongoing mentoring and support should be considered.

•

Require teacher educators to be active in classroom and school research, model
good practices in their own teaching, impart clear subject pedagogies, have a clear
concept of how adults and children learn, and take time to ref1ect with students
about teaching practice.

•

Establish induction programmes. These are essential to guide and support beginning
teachers, help develop sound teaching practices, and retain teachers in schools.
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Ongoing professional development
•

Broaden the concept of in-service programmes and support to mean a growth
continuum of ongoing, participatory learning that is closely tied to the realities of
classroom needs.

•

Focus in-service programmes on specific training for subject knowledge, pedagogy
and classroom management that is appropriate to the teacher's current needs.
(Teacher Development: Making an Impact, H.J. Craig, R.J. Kraft, J. du Plessis, World Bank 1998. Adapted
from pp. xi-xiv)

REFLECTION
1. Look at the issues above under 'good practice'. Which two would you agree with most?
Are there any you disagree with, or have doubts about? Why?

2. Look at the recommendations. Which of these have been implemented in your country or
region? Which have not been implemented, or only partia lly? Are any of them impractical
in your context? Are there any that look particularly useful7

Do people have to be taught how to teach?
To some extent, we are all teachers by nature, and those who educate teachers can build on
these capacities. Throughout human history adults have guided children: they have 'taught'
them the ways of life of the society, how to get food and build houses, how to fight and to
farm, how to behave towards others. And the youngsters have learnt.
As societies grew more complex, schools were set up to train members of the elite, often
linked to mosque, temple or church, with priests as teachers. But as mass schooling
developed in the 19th and 20th centuries, specialists were needed who could handle and
educate chi ldren of different ages and abi lities. Teachers themselves wanted to be recognised
-and paid- as 'professionals' who had undergone an appropriate training. So colleges were
opened to provide a recogn ised form of professional education, certified by exams.
Since around 1900, the teaching of children has been much theorised and discussed. Less
work has been done on the teaching of (young) adults such as student teachers. But in
recent years researchers have begun to look at how professionals like teachers acquire the
knowledge, values and skills to practise their profession .

How people learn to teach
In the present state of understanding, it seems that teachers learn in a mixture of ways. Some
important ones are:

Observation
New teachers learn from watching and im itating others. Their first models are their own
teachers when they were pupils. Sometimes the imitation is deliberate, but often it is subconscious. Teachers acquire more or less explicit images of what it means to be a teacher, and
they use these as guidelines for their own actions, often without realising where the images
come from (see Chapter 2).
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At a later stage teachers can learn by deliberately observing tutors or colleagues.
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Practice
Teachers learn to teach by the experience of teaching. Students usually claim their 'teachi ng
practice' was the most useful part of their training course (Chapter 6 looks in more detail at
the practicum). Newly qualified teachers absorb a great deal in their first year at work. Many
'untrained' teachers have become quite effective just by doing the job.

Acquiring knowledge
Teachers take new ideas and new understandings from many sources: lectures, books,
workshops, peers, and even pupils. Some of t hese remain as ideas, w hich can be ta lked about
but which are not implemented. Others are assim ilated and become part of their practice
and repertoire. (We return in Chapter 13 to a discussion of professional knowledge.)

Reflecting on experience
Good teachers think through what they know, or what they have seen or done, and act on
it. They deliberately ana lyse and evaluate exa m ples of teaching, their own or others; with a
view to understanding it better and improving their practice. Th is process can be done w ith
varying degrees of formality and rigour, ranging from a quick mental review of one's last
lesson, through to workshops or action research. Ref1ection can be done on one's own or
with a group of peers, or under the guidance of a tutor. (Chapter 12 focuses on this.)

REFLECTION
Think back on your own experience as a teacher and/or as a teacher educator.

1. Note down the different ways that you learnt to teach. Was it by observing and imitati ng
others? Was it through listening to lectures and reading books? Or by trial and error? Or a
mixture of these? If possible, compare your answers with those of a colleague.

2. How d id you learn to teach teachers? Make similar notes, and if possible compare t hem
w ith others'.
---"-""'"'" """"""""''"'""'"'""----~"~""' ""'"""""'"'""'"'

______

...,

,,.,...........................

~

__

____ _

,_,_,_,,.,....................._,

__ .........

, ,., ,

The environment
Learning to teach does not happen in isolation. Many aspects of the teaching situation are
also very important, as they can hinder or help the process of learn ing to teach. For exam ple:
-------1 •

•

The school environment is important. There should be basic resources, such as
teaching and learning materials.

•

A new teacher needs goodwill and support from the head teacher and colleagues in
the school.

•

Conditions of service and the local education administration can affect the morale of
both new and serving teachers for good or il l.

REFLECTIO N

________ _____

___

Are there any other factors, in your experience, that help or hinder new teachers?
,

,.,

,

___

,

"""""~""' "'"

___

,,

,

--

----·-·~·-..

An ideal of life-long learning
Good teachers never stop learning. Learning to teach should to be seen in the context of the
teacher's whole career, as a continuum of lea rn ing, with teachers located at various places
along the continuum .

•
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Figure 1.2 Possible stages in a t eacher's career
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There are bursts of learning activity in the early years, during forma l training, and in the
first year on the job. During such periods the new teachers are thinking deeply about and
developing their understanding of their practices. Later on, in quieter periods, if teachers talk
about and refiect on their work, they may continue to gain new insig hts and to improve their
skil ls. This is where a programme of continuous professional development is so important.
In-service courses shou ld challenge teachers to improve, and give them time, space and
support to reth ink both theory and practice in response to changes in schools. Otherwise
teachers may never change the habits t hey developed in their first years on the job.

DoUcj ittlt.U JW.U-tfl'IJ.}'
hM really soWed&
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She has 20 years experience.
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He has one year of experience repeated 19
times - he didn 't learn much after the first year.

Different models of teacher education
The theory and practice of educating teachers has changed over the last hundred years and
continues to change. However, traditional ideas still exist alongside newer ones. We find it
helpful to distinguish three strands or models of teacher education, which have developed
in sequence. This provides a conceptual framework for comparing d iffe rent types of teacher
education programmes.
Such models appear under different names and slightly different descriptions in the literature.
Following Wallace (1991) we shall call them:

6

•

The Craft model

•

The Applied Science model

•

The Refiective Practitioner model

One key difference between these models is that they are built on different basic ideas about
how people learn to teach: that is, how new teachers acquire the necessary knowledge,

•
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skills and values, and how they learn to use these 'competently' in the classroom. Another
difference is whether the models give more importance to theory or to practice. Furthermore,
the model chosen affects how much time students spend in school learning on the job, and
how long they are taught in a college or university. These models draw on the four different
ways in wh ich teachers learn to teach described above, but in different proportions.
lt is important to realise that these models are abstractions, or 'ideal types'. They are there to
stimulate thought and to offer directions for practice. No teacher education programme will
be exactly like any of the descriptions below. Many programmes will probably be mixtures
of these ideas.

The Craft model
This model assumes that teaching is largely a matter of acquiring practical skills and that
these are best learnt on the job. lt is sometimes called the 'apprentice' model, because the
new teacher learns by observing and imitating a more experienced 'master teacher: The
latter may also demonstrate techniques, instruct or give advice. In this perspective, teaching
is seen as a craft, rather like carpentry or building. A programme based on this model may
wel l include some college-based tra ining, but the student teacher would spend most time
in a school 'learning by doing'. More emphasis is placed on gaining practical experiential
knowledge than on learning to understand theories of education.

Figure 1.3 The Craft model

Study with 'master'
practitioner:
demonstration/
instruction

Practice

Professional
competence

This is how many people have learnt to teach in the past, and still learn today. Experienced
teachers have a wealth of knowledge, and novices can indeed pick up from them many good
practical skills and useful insights into children's learning. Teaching is a very complex skill, and
a good teacher, like an artist, can use others' ideas and techniques to create a style uniquely
their own. The personal, emotional side of teaching is often learnt best in this way; older and
more mature col leagues can often demonstrate important skills about working with and
counsel ling children.
However, this model can sometimes be rather conservative. lt works wel l when schools
remain the same from generation to generation, but in a swiftly changing society teachers
need new skills and new ideas to match the changing demands of pupils and their
parents. Copying older teachers is unlikely to produce the necessary innovations in
methods or curriculum- unless of course these older teachers can also show how to
respond to change.
This model respects teachers' knowledge - often called 'craft knowledge' - and values their
contribution to preparing the next generation of teachers. Indeed, that is why mentors are
now often used to help prepare young teachers. However, good mentors are trained not
only to pass on knowledge and skil ls, but to encourage new teachers to ask questions and
innovate.
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The Applied Science model
This model developed later, with the growth of the social sciences such as economics,
psychology and sociology. Researchers began studying people's behaviour, using methods
similar to those used in the natural sciences like chemistry and physics. In education, they
bel ieved that it would be possible to discover 'universal principles' about how children learn,
how pupils respond to classroom d iscipline techniques, and so on. They thought that just
as eng ineers bu ild bridges using the laws of maths and physics, so teachers could best help
children learn by using the findings of psychology and sociology.
The appl ied science mode l assumes that if teachers first learn about such 'principles; t hen
they will be able to apply t hem in their classrooms. So a programme based on this model
usually puts the student teachers first into a college or university and then sends them out
for 'teaching practice' at a later stage. The emphasis is on acquiring theoretical knowledge
which is to be app lied later, rather than classroom skills. The persona l, emotional aspects
of teachi ng are often given less attention, although students may be given courses on
'professional ethics:
Figure 1.4 The Applied Science model

Scientific knowledge

•

Application of scientific knowledge;
refinement by experimentation,
development of general principles

t
Results conveyed
to trainees

•

Practice

t
Professional competence

This model is very widespread in the world today. Research has undoubtedly provided
many insights into how people learn and what kinds of teaching may be effecti ve in
certain circumstances.lt is certainly useful for new teachers to have some knowledge and
understanding of theoretica l frameworks w ithin which to think about their teaching . But such
received knowledge, based on generalisations, is not enough; a teacher has to develop an
understanding of particular children, in a particular class, before she or he can know how to
deal with their specific learning needs. This requires the kind of situational knowledge that
comes with experience, together with many skills which are learnt through practice.
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The applied science perspective led to a separation of theory and practice. The researchers
produced the theory and presented it to the teachers to put into practice. If the theory
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did not produce the right resu lts, the teachers did not know why. So they often w ent back
to what they had seen or done in the past, relying on observation or trial and error. In a
sense, although this model offers teachers the high stat us knowledge said to be needed
by 'professionals; it can also disempower them, because it does not build on and develop
teachers' own experience and wisdom.
Disappointment with the results of'scientific' social science theories led to another cha nge
of perspective. Educationists, along with other social scientists, no longer tried to model
themselves on engineers and physicists. Instead of seeking universa l laws about human
behaviour, many researchers set themselves t he more modest aims of understandi ng what
was going on in particular socia l contexts, such as specific schools or classrooms. Such
studies can lead to insights wh ich can be useful to other teachers, even if t hey do not lead to
generalisations about all pupils in al l schools.
Among others, the influent ial American writer Dona ld Schon (1983) criticised the applied
science model- which he termed the technical rationality model of professional education
-and developed instead t he idea of the 'reflective practitio ner:

The Reflective Practitioner model
This model assumes that t he kinds of know ledge t hat teachers need come broadly from
two d ifferent sources. The fi rst is from experience, which includes o ne's own life history,
observation, and learning by doing. The second is from received knowledge (also known
as public propositional knowledge), or systematic knowledge, w hich comes from outside
sources such as books, lectu res, TV and other media. Most importantly, the t eachers
themselves have to bring these two together, and to do so must 'reflect' or think about
t heir own practica l experience in the light of received knowledge, and vice versa. A teacher
development programme based on these ideas tries to offer plenty of practice alongside, or
integrated with, studying in college or university.
Figure 1.5 The Reflective Practitioner model
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'Reflective cycle'

(Adapted from Wallace 1991)

This model has received a lot of attention and many programmes now aim to incorporate the
idea of'reflection' into their t raining. lt certai nly brings together theory and practice and can
be a powerful tool for change. By focusi ng on t he efforts of the new teacher to develop their
own ideas, it is em powering and encourages many aspects of professiona l behaviour.
However, it is not easy to put into pract ice. lt involves considerable efforts from both tutors
and student teachers. lt takes time for students to develop enough confidence to experiment
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with their own ways of teaching and to gain enough experience to evaluate their own
practice sensibly (see Chapter 12).
We believe that the 'reflective practitioner' model is the best one around at the present time
to challenge and inspire us. That is why we have included Reflections at different points in
this book. However, this will not be the end of the story. Doubtless teachers and teacher
educators, along with researchers and theorists, will continue to develop new ideas and
deeper insights into the process of teacher education which will help future generations to
do the task better.

REFLECTI ON
Think of the teacher education programme you work in, or one with which you are familiar.
Which of the three models is it closest to? Or does it include elements from more than one?
What do you like about this programme? Are there aspects of it you would like to change
and why?

ACT IVITY
Compare the three models on pp. 6-9 with the four ways that teachers learn to teach,
outlined on pp. 4-5. In the table below, fill in the model that fits the description best.
Ways of learning to teach that are most
emphasised in the model

Which model fits the description best - craft,
applied science, reflective practitioner?

Practice, reflecting, acquiring knowledge

Observation, practice

Acquiring knowledge

Teacher education: a unique form of teaching
Teacher educators- those who try to help teachers develop at any stage of their career- are
a much-neglected group. Little research has been done on their roles or their needs. Yet
they have a difficult task. Most teachers can remember the first time they stood up in front
of a class and how hard that was! it is even more daunting to face a room full of student
teachers and inspire them about teaching. Still more challenging is to lead a workshop of
serving teachers, many with years of experience, and to help them to develop fresh ideas and
perhaps change long-established practice.
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We suggest that teaching teachers is a particular kind of teaching. Teacher educators have to
think always on two levels: they are teaching with two kinds of aims in mind. They want their
student teachers to learn, but they also want them, when they graduate, to be able to help
their pupils to learn. Thus teacher educators need to develop the kinds of knowledge and
skills that enable them to work on both levels at the same time.
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Figure 1.6 Teacher educators work on two levels

TEACHER EDUCATORS
Should develop sufficient knowledge and
understanding of subject content and
theories of teaching and learning, both at
adult and child level, plus pedagogic skills

so that they can enable

To develop their own knowledge
and understanding of subject
and pedagogy in such a way that

teachers can enable

~

PUPILS
To develop their own understanding and
knowledge necessary for their future
activities and achievements

This means that as a teacher educator I do not teach my students the same material in
exactly the same ways as I expect them to teach it to pupils. Three points can be made
here:
•

Students teachers are adults and learn somewhat differently from children.

•

The'y need to learn the content in such a way that they can explain it to pupils. The
student teachers have to understand the topic themselves in depth; they also have to
know how to present key ideas simply to pupils at different ages, which examples and
illustrations will catch the pupils' interest and be remembered most easily, and so on.

•

However, the underlying principles of teaching and learning that I use in my class
should be consistent with those I expect the student teachers to use later on. (Chapter
5 discusses this.)

Subject-based example
I am teaching the student teachers Environmental Studies, and the topic is Global Warming. I
want them to know some key facts, and understand the main trends, causes and consequences.
At the same time, I want them to learn how to teach this topic to their pupils at the appropriate
level for the youngsters to understand what is happening and how it affects their own country or
continent. This means student teachers have to understand the topic at several levels.
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Educational studies example
I teach my students about child development. I have two objectives. Firstly, they should be able
to write an essay showing the differences between the ideas of Piaget and those ofVygotsky.
Secondly, they should be able, in the classroom, to use some of these ideas to match their
teaching to the needs of their pupils, and to help the children to move onwards.
In this case I teach them as adults, building on their own experiences of family and of their own
growing up. But I try constantly to relate the theoretical ideas from research findings to the real
situations that they will encounter in the classroom. I am not teaching theory for theory's sake,
but so that the student teachers have some kind of framework within which to think about their
own practice.

®

REFLECTI ON
From your own subject perspective, find an example where you try to teach on two levels:
thinking of the student teachers as learners, and at the same time preparing them to help
pupils learn.

Concluding comments
Teacher development is a very complex process. We do not yet fully understand how
teachers learn to teach. There seems to be no one best way of preparing teachers for their
job; ideas about good practice change over time and with different circumstances. But
generations of teachers have acquired at least some of the necessary knowledge and skil ls,
and generations of tutors have helped and supported them in doing so. In this chapter we
offered some starting points for those involved in t eacher educatio n to analyse the process of
learning to teach and to clarify the role of the tutor.
We emphasise throughout that the book will not give 'right answ ers' about the best w ay to
teach, but will set out issues and options for reflection and d iscussion.The next five chapters
look in more detail at how teachers might be helped to develop the knowledge. skills and
values they need.
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Chapter 2

What student teachers
bring with them
Overview
This chapter fal ls into three parts:
•

Firstly it looks at the entering students: who they are, and what kinds of values and
experiences they may bring with them.

•

lt then summarises some pieces of international research on the problems of
challenging students' existing views on teach ing and learning.

•

Finally, a practical section outli nes some ways of bringing out student s' ideas, and
suggestions for helping them to build on these.

Introduction
Student teachers do not enter college as 'empty containers' ready to receive the wisdom that
w ill be poured into them. They come bringing w ith t hem:
•

images of teachers and the teaching role

•

a limited understanding of what a good teacher actually does, because they mainly
have seen teachers only from the pupil perspective

•
, •
•

memories of their own school ing, both positive and negative
attitudes towards children, from their own experience as sibling or parent, from their
commun ities, and perhaps from previous work experience
their own personality- charisma, confidence, temper, response to
authority etc.

So they often come with quite firm ideas- attitudes, assumptions, preconceptions- about
what teaching is and what 'good teachers' do. These ideas are usually rooted in their society's
views of education, but also derive from their own personal experiences of schooling. Some
students may have taught as unqualified teachers. lt is virtually certain that if someone enters
a classroom with little or no training, they wi ll cal l up memories of their own school days
and start teaching in a similar way. Evidence from all over the world shows the difficulty of
helping students to go beyond their existing views. But this is essential if they are to develop
as flexible and responsive teachers.
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Figure 2.1 The cycle of traditional teaching

0

~0
Indeed, research shows that training programmes often have little effect on these memo ries
and all the attitudes, assumptions and preconceptions they include, un less the students are
deliberately challenged to reflect on them. If w e want to produce a more flexible kind of
teacher, we have first to find out what the student s think and believe, help them to
recognise there are other ways of looking at teaching, and then support them in developi ng
their views.

What student teachers bring with them
Images of the teacher
People often think they'know'what a teacher does, because everyone who has been a pupil
has experienced teachers at work. If you complete high school, you have spent thousands
of hours in a classroom. Of course this familiarity is useful for student teachers, but it is not
enough. The 'pupil's eye view' recognises teachers' kindness and patience- or their opposites
-but it does not give enough insight into how teachers think, how t hey make decisions, or
how they enable learning to take place.
Images of the teacher also exist in the society, as folk lore or as prescriptions for what
a teacher should do. For example, in the MUSTER research, we found people variously
describing a teacher as a 'role model; a 'good instructor; an 'expert on everything; or a 'wise
counsellor'. Alternatively, some saw teachers as 'dictators: or pitied them because of their low
pay. Stories in books and in the media contribute to such images, w hich do change over t ime,
but only slowly.

®
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REFLECTION
What are the common images of a primary teacher in your society? Are there stories,
proverbs, radio or TV programmes that include teachers? Are the images of primary teachers
mostly male or mostly female? Why do you think this is so7
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Memories of their own schooling
In addition to societal images, student teachers bring individual memories, which often carry
strong emotions, both positive and negative. Positive ones may include academic success,
friendship, enjoyment of sports and extra-curricular activities. Negative ones usually focus
on fai lure, on rejection or bullying, on the fear and pain of punishment or simply boredom.
Students remember some teachers very clearly, both good and bad. Such memories may
be part of the motivation to teach: to copy an admired teacher, or to help children do better.
Some memories may have been repressed, especially if they were painful, and yet these can
still affect people's behaviour, perhaps in unexpected ways.

®

REFLECTIO N
What are your memories of your own schooling? Which teachers do you remember,
and why?

Experiences of dealing with children
Entrants to teacher education in many countries may well be 'mature' students, in their 20s
or older. Serving teachers on INSET courses certainly are. They may have children of their
own, or have brought up younger siblings; they may have much classroom experience; they
may have helped out in church, mosque or temple, or worked in youth organisations. These
experiences need to be taken into account and valued. For example, a tutor in a college in
Malawi asked student teachers to share songs that they had found useful in their work as
untrained teachers.

®

REFLECTION
What experiences did you have of children before you became a teacher (for example, within
the family, as an untrained teacher, or through voluntary work with youth)?

Motivations: hopes, fears and ambitions
St udents' motivations vary. Many come for personal reasons- they feel at home with chi ldren
and have a real desire to teach- or for ideal istic ones, such as wanting to improve society.
Others train for more practical reasons, such as needing a steady job; or valuing the long
holidays. Some may be committed to staying in primary teaching while others have their
eyes on secondary schools or college jobs. A few come as a last resort: they fa iled to get into
university or another form of training.

REFLECTION
Why did you want to become a teacher? And why a teacher educator? Do you think student
teachers today have similar motivations and experiences, or are they d ifferent from yours?

Their own personality
We recognise that some students come with the confidence, charisma, or intuitive response
to chi ldren that enable them to manage a class easily, while others are shy and need help
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to develop a classroom presence. Some significant characteristics are: attitudes towards
authority, patience, determination, empathy and so on. Helping students to develop their
own 'teaching personality' is an important part of the curriculum.

REFLECTION
What persona l characteristics did you bring to your teaching? What aspects of yourself do you
think you have developed through your career?
So nature and nurture- how we are born, together with our life experiences- combine to
produce certain attitudes towards teachers and children, preconceptions about the teacher's
role, and assumptions about what a good teacher does.

Opening up debates on students' views
Some of what student teachers bring with them will help them become a good teacher.
Some of it may not. There are big gaps in their understanding of the teacher's role. The
important tasks for teacher educators are: to help student teachers firstly to become more
aware of their attitudes and beliefs, and second ly to recognise there are alternative ways of
thinking and acting. Then the students can, w ith support, discuss and think through their
own attitudes and bel iefs and analyse them critically in the light of both theory and practice.
lt is hoped the new teachers will be ready to develop a more reflective approach to their own
teaching, based on well thought out personal theories rather than on prejudice and hearsay,
and to construct a positive role identity as a teacher.

REFLECTION
How far did your own views about teaching change during your train ing?

Who are the students?
lt is important for the tutors to have some knowledge of their students' backgrounds. As an
example, the following summary highlights some characteristics of entering student teachers
in four of the MUSTER project countries in 1999-2001 (Lewin and Stuart 2003). See page vii
for information on the MUSTER project.

Age
In Ghana and Lesotho student teachers were recruited soon after leaving high school, aged
between 20 and 22; some might have taught for a year or two. In Malawi and Trinidad and
Tobago all had taught for at least two years and were in their mid-20s.
Such age and/or experience gaps may be significant for the students' attitudes, expectations
and achievements.

REFLECTION
What important differences might there be between student teachers who enter as school
leavers and those who come as mature students?
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Gender
Primary student teachers were predominantly male in Ghana and Malawi, and predominantly
female in Lesotho and Trinidad and Tobago.
Worldwide, the trend has been for primary teaching to become largely feminised. In some
countries, the number of women in secondary teach ing is also increasing.

REFLECTIO N
In your country, are primary teachers mostly male or mostly female? What might be the
implications of this a) for pupils and b) for teachers' careers?

Different backgrounds
In mu lti-ethnic and multi-lingua l societies, student teachers came from different ethnic
groups, speaking different mother-tongues, which did not always match those of the children
they taught.
In addition, there were sometimes cu ltural differences, or urban-rural differences, in their
expectations of the children.

REFLECTIO N
In your country, what significant differences might there be between student teachers
and the pupils they wi ll teach in language, ethnic identity, rural versus urban
backgrounds, or religious beliefs? How might these differen ~ s affect teaching and
learning? How can teacher educators respond to such issues?

Academic standards
Typically student teachers had left school with relatively low academic grades, compared to
university students, including poor ach ievement in English.
The autobiographies show that many went to teacher training college because they were
academically rejected for university. They remembered find ing some lessons quite hard. This
should enable them to sympathise with slow learners and, once they have the skills, to help
them. But the college curriculum has to take this into account, including the need in some
cases to master the language of instruction.

®

REFLECTION
In your teacher education programme, what support is available for under-qua lified students
or those who struggle academically? Could it do more? How?

Socio-economic status
Fami ly background data suggested that the majority of student teachers were upwardly
mobi le, often being the first generation to enter post-secondary education. In Africa, many of
the parents worked outside the modern sector, for example in farming. A substantial minority,
however, had parents and other family members who were teachers.
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Some students therefore have personal knowledge of teachers and consequently have strong
role models. For others, the college may offer a new and unfamiliar cultural environment
which they find difficu lt to cope with.
MUSTER research also suggests that:
1 •

1
1

Students have powerful memories of their own schooling. Positive aspects include
academic success, sports and friendships, as well as teachers who helped them.
Negative memories overwhelmingly focus on corporal punishment, especially caning.

•

Teachers are usually described in terms of personal characteristics, often using images
of parent or counsellor, rather than in terms of cognitive or pedagogic skills.

•

Trainees are ready to model themselves on memories of their own teachers, without
being able to analyse clearly what made their methods successful.

•

Societies hold views about the role of the teacher, which students may incorporate
into their self-image, such as having to work very hard, or being considered a poor
marriage prospect.

So far we have looked at what kinds of memories, images and beliefs student teachers may
bring with them, and at some of the background characteristics which might affect their
attitude towards becoming a teacher. We have d iscussed this in the context of initial teacher
education, but it is equally important for tutors and trainers to be aware of the backgrounds
of serving teachers on INSET courses, which can be very varied.
The next section reviews some research done in different countries to illustrate how attitudes
and beliefs change- or don't change- during training.

How to develop students' views: some findings from
international research
Research from the USA
Wideen et al. (1998) reviewed nearly a hundred research-based studies on learning to teach.
They found that many traditional programmes of teacher education have little effect upon
the firmly held beliefs of the beginning teachers. Those programmes that are successful in
changing attitudes do so by building upon the beliefs of student teachers and giving them
systematic and consistent long-term support, such as working closely with a mentor or other
experienced colleague as they teach,

Analysis of research on learning to teach
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According to the researchers, the beliefs of would-be teachers are liberal and humanistic. They
believe that a 'really good teacher' is caring, understanding, warm and relates well to children.
Some student teachers have a desire to improve society. it is interesting to note that teaching
itself is seen by beginning teachers as the simple and rather mechanical transfer of information.
Prospective teachers often view schooling as something in which teachers hand out knowledge
that students memorise. One study examined drawings made by 64 beginning and practising
teachers; the prevalent image was of a nurturing female in front of the class instructing in a typically
teacher-centred manner. Another study found that students believe a 'teaching personality' is more
important than cognitive skills or pedagogical or subject-matter knowledge; this is in line with what
many people believe: that'teachers are born, not made'.
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The article also reviews studies exploring how far attitudes and beliefs change during the
pre-service programmes. The conclusion is that simply providing 'information' to students has little
effect. Instead, it is important, as a first step, to have beginn ing teachers examine their own beliefs.
The most successful programmes used a 'constructivist approach' (see Chapter 3), which resulted
in significant developments both in understanding and in beliefs. The processes usually involved
students working in small groups, guided by tutors with whom they had formed good relationships,
over a period of time. Such processes enabled them to reflect on, comment on, and analyse their
own personal experience or situations they had observed in schools. For this reason, it was also
important that periods of school experience alternated with college-based work.
Wideen M.,J. Mayer-Smith, B. Moon (1998)

Research from Africa
The MUSTER team attempted to measure students' attitudes and views by means of surveys
administered to samples of students at three different stages: as they entered college,
as they finished their training, and as newly qualified teachers (NQTs), in Ghana, Lesotho
and Malawi.
The results suggest that the teacher education programmes in those countries at that time
did not have a great impact on student views. While there was some change, it was not
always in the hoped-for direction.The most detailed study was in Ghana (Akyeampong and
Lewin 2002) with a total of 834 students, and the results are summarised below:

Ghana research results ·
•

Attitudes to teaching as a profession deteriorated over the programme, for while
a majority of student teachers held a positive view, the majority of NQTs did not.
Whether this was due to peer influence, to disappointment with training, or to
classroom experience, is unclear.

•

Their views on corporal punishment became more authoritarian; it may be that
although the college preached against the cane, trainees were not given alternative
strategies of classroom management.

•

Those with more training and experience were more likely to believe that teachers
are born and not made, and they also tended to agree more strongly that teaching
is more difficult than many other jobs. This suggests they did not hold training in
great esteem.

On the more positive side:
•

All the groups indicated a sense of personal power, in that they felt they could
improve the performance of slow learners, and bring about changes in schools.

•

In the area of pedagogy, all the groups strongly supported group work, and their
enthusiasm for 'teaching facts' diminished with time and training.

The conclusions seem to be that training does not seem to change attitudes, as expressed
in answers to these items, by very much. Those changes that do show up are not very
encouraging: that they are less positive about teaching as a profession, that they find it
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more difficult, and that good teachers have to be born that way. Their sense of personal
effectiveness, and their use of modern educational terms seem to predate the training,
and not to translate into practice; if they revert to using the cane this shows the effects of
training may be cancelled out by other factors. Classroom observations did not confirm
the apparent trends towards more learner-centred pedagogy, and it may be an example of
learning 'to talk the talk' rather than a fundamental shift in belief.
(Lewin and Stuart 2003:112)

These results are a challenge to teacher educators to find ways of making more impact on
their students.

®

REFLECTION
Do you have any evidence from your own experience similar to the research findings above?
If so, note brief1y w hat happened. If possible, discuss your findings with a colleague.

Some conclusions from the research
The research findings all show that it is quite hard work to develop student teachers' beliefs,
attitudes and preconceptions about teaching. However, it is possible! Three elements are
involved in the process:

•

Clarifying beliefs: finding out more about what students are bring ing with them and
helping them examine their own attitudes and beliefs.

•

Debating and challenging these ideas: helping students to analyse their own ideas
more critically and offering alternative perspectives.

•

Trying out new practices: supporting the students in their classrooms to refine their
existing practices and to experiment w ith new behaviour and new methods.

Ways of collecting data and using it with students
This final section suggests ways in which tutors can find out what their students think and
use the data in the classroom to challenge their views, while still working within the normal
curriculum. These 'research exercises' are just as suitable for in-service courses as for ITE
programmes. In fact you are likely to get fuller and more exciting data from experienced
teachers, who will probably be able to articulate their views more clearly.
When asking student teachers to do these exercises, it is important to make it clear to them
that there are no 'right' or'wrong' answers, and also that you will not criticise individual
responses. No one need put their name on their paper. Students need to know that you are
only interested in their ideas to understand their current views of teaching, as a group. In th is
way you can be a role model of a teacher who builds on learners' current understanding.
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Five methods are described: educational autobiographies, questionnaires, attitude sca les,
ranking exercises, and drawings. Some of the methods described in Chapter 5 on Pedagogy
can also be used, such as role play.
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Educational autobiographies
Ask students to write about their own schooling. This is a useful way of raising awareness
about their beliefs and preconceptions. lt is best done at the start of the course, whether ITE
or INSET The exercise takes time but is valuable for both tutors and students.
Guidelines such as the following can be given:

1. Write about your childhood. Where did you go to school? What memories do you have of
primary schooling? Write about the good things and the bad things which you remember
during your school days. Was it a happy experience?

2. Describe your'best' and your'worst'teachers and what they did. Describe the kind of
teacher you would like to be.

3 . Write about your future career. What are your ambitions? What do you think you will be
doing in five years' time?

Memories of schooling
Here are some examples written by student teachers in the MUSTER project from Malawi on 'good
and bad memories of schooling':
The 11Wrt3qod
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I
In most ojthe classes teachers used to say that we girls were
not bright compared to boys who were doing well. Happy
days came when I was in Standard 8. My teacher was a
female teacher. She used to advise us that we were equal to
boys. She said that we had to work very hard to prove that
we were equal to boys in class work. Lucky enough, that
year ten girls and six boys were selectedfor secondary school.
I was one .... Because ofher advice and good methods of
teaching I decided to join teaching after my school.

Our class teacher was an industrious teacher.
He prepared weekly tests which encouraged
pupils to work in a competitive way.

1
The bad thing I remember is the
punishment which were too harsh, being
whipped and having to pick up rubbish.
'-,

l
One ofmy bad teacher was Mr. B. ... he
encouraged me to left school and marry with
him before my secondary education.

Best and worst teachers were clearly recalled. Good teachers typically explained things clearly, were
patient, and showed concern for their students:

1

The way she taught was amazing. Even ifyou don't
~--------------------------,
have sharp brains you will understand the subject
The teaclter
-wry weii /ww to WI'We:)' tlte
clearly. (Ghana)
mJ,je& site ~jilt. a.dd.i.tWn site never lmtt a
kld for 1U!fwtder~ tlte ~- (Le:r~)

kt!Jw

'--,
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He did not only deal thoroughly with the curriculum but he also helped us with general
problems and guided us to face life in thefuture. (Trinidad and Tobago)

Bad teachers showed the opposite characteristics:

Students also remembered bad teachers in terms of their personal behaviour, such as
laziness, drunkenness or lateness.

The teacher I'd like to be
Many autobiographies, directly or indirectly, tapped into students' ideals. This is one of the
longest and most detailed descriptions, which captures many of the elements found in
others.

I would like to be a quality teacher, one who can keep teacher-pupil relationships in
good terms. I would like to be a very patient teacher ... one who is respectful, careful,
thoughtful and very well-behaved. I would like to be dedicated and devoted to my work;
to be able to learn and understand each individual in my class and to be charismatic
like my former lady teacher - a kind of teacher who knows what learning and teaching
are, why, how and under what conditions they take place; to be able to meet the
requirements of each pupil in my class, and to be a very good example of what kind of
life people should lead; to be afair judge and a good decision-maker, to be parental and
lively in all aspects .... (Lesotho)

REFLECTI ON
Study the extracts from the students' autobiographies. What issues wou ld you want to pick
up and discuss? What gaps do you find in their accounts of'good teachers'? How could you
challenge these ideas in your work with students?

Questionnaires
Similar data, though less detailed, can be elicited by short questionnaires. These may be easier
for the students to write, and are easier to analyse than essays.
Open questions are the most productive, for example:

What was the best thing about your school days?
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How did your best teacher teach you?

Sentence completion can also be used, for example:

I think the best methods for Grade 1 pupils are ............ ................................................................................... .

I am studying to be a teacher because ...................................................................................................................... .

Closed questions If closed questions are used, there should also be space for adding the
student's own ideas, for example:

Do you think corporal punishment should be
allowed in primary schools?

YES

NO

Give reasons for your answer.

Attitude scales

Create between six and ten statements about teaching and learning and
ask students to mark them on the scale: Strongly agree, Agree, Disagree, Strongly disagree.
Some should be controversial. For example:

1. The most important thing a teacher can do is to teach pupils facts that they need to
know.

2.
3.
4.
5.
6.

Corporal punishment in schools is outdated and should be abolished.
Teachers cannot do much to improve the academic performance of less able pupi ls.
Teachers are born not made.
Children need to be taught in ability groups in order to do well.
Children's personal development is more important than their academic achievement.

Figure 2.2 An example of an attitude scale

STRONGLY AGREE

AGREE

D

D

Students do the exercise ind ividually first, then work in pairs or small groups to share their
views and come up with a group position. At this point they must provide reasons for their
answers.
The reasons students give for agreeing or disagreeing often show up how students are
thinking, as the following example shows:

Children-centred teaching tends to lower educational standards.
Those who agreed (over three-quarters of the trainees) said:
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-

Nfff twery ciUld u ready to leant on their ()Wft, 90 per ceni: ~hi: be UuMor~t and ~ and tlw-efore
teackrr luwe to m>Ure claM c:mtfrd

-

P~ would 1Uff{eam

weit and tkey would~ thattkey ~ twerytMtj.

Comments from those (24 per cent,) that disagreed include:
-

ch.ildren team more by~ tlw..it. by~

-

It h.eipf tlu:m.

d.o tMtjr ~and~ creater pride for luwi+cj dUUJVered. ~ 3rod.

(Example taken from a MUSTER survey)

The tutor can make use of the answers at several levels:
1

•

They can study the original individual scores, or ranking, which gives some insight into
the students' attitudes and beliefs.

•

The discussions in pairs/groups will enable students to articulate, clarify and possibly
change their views.

•

The reasons given should provide starting points for the tutor to work with students
to develop deeper understanding. For example, the tutor could design a seminar on
children-centred teaching focused on the perceived strengths and weaknesses, using
examples from local schools.

Ranking exercises
Give the students nine statements and ask them to rank them according to how far they
agree with them. The statements can be about teaching and learning generally, or can
focus more narrowly on one or two topics, such as the teaching of a particular subject.
the treatment of children with special needs, or even used to discover the professional
development needs of participants at a workshop.
The ranking can be done as a list or in a diamond pattern.
Figure 2.3 Diamond ranking

Statement 1
(Agree most strongly)

Statement 2

Statement 4

Statement 5

Statement 7
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Statement 3

Statement 6

Statement 8

Statement 9
(Disagree most strongly/
Agree least strongly)
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Diamond ranking is best done in pairs or small groups. Each group then records its 'answers'
and their reasons, and shares them with the rest of the class.

Drawing
Ask students to draw their image of a teacher. Then let them discuss
the drawings first in pairs, then in fours, then in eights (this is known as
snowballing). Each t ime the group notes the common themes, and also
any unusua l aspects. They then report their conclusions to the plenary

discussion.
The facil itator then leads a discussion in which the findings are debated,
analysed and evaluated in terms of both theory and practice, for example:

r
Is this the image the students, and the tutor, wish to show the world? If not, why not?

I=
I •

What does it tell us about the pupils' expectations?
What does it say about society's expectations?

l..-----------------------------------~~~~~--~~----------~

Using such data to work with student teachers
The data do not tel l us precisely what the students think. There are a.ll sorts of reasons why
respondents in research studies do not tel l the whole truth. They may not wish to reveal all
their thoughts; they may write w hat they think the researcher or tutor wants to hear. But
students can only write down ideas which, at some level, they are aware of, and are thinking
about. At the very least, the data provide the tutor with starting points for discussion and
for raising important issues. For example, the tutor might use some of the experiences
mentioned in t he autobiographies (without giving names or details, of course) to develop
themes such as:
1

•

•

1

•

I•
I

Motivation - use of different sorts of rewards and punishments in teaching, includ ing
t he debated issue of corporal punishment.
Teaching and learning - how exactly does a good teacher 'help a child to learn'?
What elements can be retrieved from their own memories, and what do the theorists
say? Do the two match?
Groups - what can groups be used for7 What are the positive and negative aspects of
dividing ch ildren up?
Low achievers - what does it mean to a child to 'fail' in different ways at school? How
can such chi ldren be supported?

•

Gender - what particular problems do girls, or boys, face in schools?

•

Role models - students typical ly mention many positive images on which to bui ld a
sense of professional ism. How do they intend to develop these traits themselves with in
the teacher education programme and afterwards?

Ethical considerations
We would argue that smal l-scale informal research studies of this kind can be done by any
tutor(s) w ith their class(es). However, great care must be taken to ensure that the data is also

25

WHAT STUDENT TEACHERS BRING WITH THEM

kept anonymous (students should not put their names on the work) and seen only by the
tutor(s) concerned. Students must be able to trust the tutors- and t he college- that they wil l
in no way be disadvantaged or embarrassed by what they have w ritten or said.

Helping students to develop beliefs and behaviour
Changing deeply held beliefs is painful, and cha nging a familiar teaching style is difficult
and risky. A student teacher might be worried about failing if they try a new method, and
therefore in need of much more support.
There are no simple strategies. Change will seldom happen quickly, and the whole
programme will need to be geared towards this aim. The following steps may provide a
guide.

•

The starting point is to get students to talk about what they know and believe, what
they have experienced as pupils, and what they imagine themselves to be doing as
teachers. Many of their views are held sub-consciously as students have never actually
spoken about them.

•

The next step is to explo re these more fu lly, and challenge them w here necessary. This
wil l include debates about ideas, values and assumptions, and d iscussions- or even
demonstrations- of the weaknesses of the concepts and methods which might be
discarded. Students may see that what worked for them does not work for everyone.
They may look for ways to avoid behaving like that old teacher they disliked. They may
understand how taken-for-granted teacher behaviour- like caning- can work against
their desire to help children learn and see the need to broaden their range of teach ing
strategies.

•

Then students need to see and understand alternative methods and concepts
demonstrated- ideally in real life situations. Videos, if available, local classroom
observation, or role play, can also be used.

•

None of the above will actually change anything unless the student teachers have
opportunities to practise new teaching techniques and ways of behaving in real
classrooms, with support from tutors and mentors to help them succeed. The
practicum should create the opportunities for this. They will need a lot of support, and
should be allowed to fail and try again, until t hey can make their own sense of it, and
find their own ways using the best of the o ld and the best of the new.

So what would a cycle of improving teaching be li ke?
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Figure 2.4 A cycle of improving teaching

(I~to b~a- teaciter.)

BETT ER.

0

PRACTICE

DISCUSSION

[J
( ~ruutlt?)
0

f? O(AfieLd trip.)
0
0

0

O (oukwork?)

REFLECTION
How does this cycle differ from the one at the start of this chapter?

Concluding comments
This chapter has stressed t hat student teachers, or serving teachers attending courses, are
not'empty containers' to be fi lled but are already full of ideas and memories. Some of these
are useful and can be built on; others may interfere with new learning. The tutor has the
difficu lt but interesting task of exploring the learners' ideas and using these constructively in
the teacher education programme. Research shows this is difficu lt and challenging but also
reward ing fo r both tutors and students.
We have suggested that tutors should ask students to articu late ideas and fee lings which
perhaps they have never spoken about. The aim is to help students themselves to find
out what knowledge they have and what opinions they actual ly hold. Such knowledge
and beliefs can then be brought 'under conscious critical control' (Era ut 1994). That is, this
enables the students to analyse their own ideas and compare them with other people's, and
with those in books. This makes it much easier to bu ild on the strengths and challenge the
weaknesses of their ideas.
We believe that when students are invited to contribute in this way, they find it motivating
and empowering. If they fee l their ideas are va lued, this lays a foundation for independent
learning. lt also helps them t ake the first steps towards developing their own judgements
about teaching and becoming reflective practitioners.
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Chapter 3

Learning in
teacher education
Overview
This chapter will discuss some of the theoretical frameworks that throw light on children's
learning:
•

behaviourism

•

the ideas of the cognitive and constructivist theorists

•

social constructivism.

For each, it focuses on:
•

what influence they have had, or might have, on the education of teachers

•

how far they help us understand how people learn to teach.

it then looks at humanist learning theories and their relevance for teaching adults.

Introduction
We tell ouc students what to do, let , )
them practise it, and they should be able [
.
~
to do rt. (A teacher educator)
B Teadursare>borJt,Mt~.
A

~

f'c

q...,

~

~

~

~~~~~

(A tradit:UJ~ sayirtj)

The only bit of my
course that was useful
was teaching practice.
(A student)

D

'!here if 'Mf~
traifud

wttr. .

.rF

fl

"'
a huge dijforence ~

Mr.d Ultiraifud

teachers. s~ tke

'ttffled teadters 'Wtlrk; harder Mr.d

j~d. (Head

.

are;cut M

teach.et; MUSTER_ f'*'OJ'ea)

E Learning how to teach is difficult and challenging for many student
teachers because it requires learning processes that are different
from those that students have experienced before.
(Calderhead and Shorrock 1997:186)
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F We know now that 'teaching

G

as assisting performance' and
the arts of the 'instru ctiona l
conversation' can be taught.
(Tharp and Gallimore
)

®

1988:265)

When I Wad an unquaLifieo
teacher; it Wad oiffouLt for me to
teach, hut after going to the coLLege,
thatd where we get more .:JiciLu
ano lcnowLeoge.
(Primary teacher in MaLawi)

REFLECTION
Rank the above statements accord ing to whether you agree or disagree, starting with those
you agree with most strong ly. Give reasons for the selection of your top t wo.
There seems little agreement on how teachers learn to teach . We know it is a complex
process. On ly since the 1970s have researchers been studying systematically how teachers
acquire the professional knowledge, skil ls and values (or personal qualities) that they need to
work successfully in the classroom. Chapter 1 pointed out that teachers probably learn in four
different ways:

•

Observation: watching and imitating others.

•

Practice: by the experience of teaching.

•

Acquiring knowledge: taking new ideas and new understandings from many sources.

•

Reflecting on experience: thinking through what they know and have seen or done.

However, so far there is no one single framework that can help us understand how these
ways of learning work together. This chapter wi ll look at some of the theories and models
developed about learn ing in general, and how they might be applied in teacher education.

Theories of learning
Although many phi losophers have discussed human learning in the past, theories
relevant to school learning mostly emerged in the 20th century. Here we shall focus on
on ly the best known and most important ones. These theories and models are designed
to help us understand the processes of teaching and learning. Each has contributed to
our understanding, each throws light on certain aspects of learning, but none provides a
complete picture. All theories bui ld on what went before and all can be improved further.

Behaviourism
Psychologists in the early 20th century were trying to study human behaviour'scientifically'that is, using methods copied from the natural sciences like physics and hoping to formulate
simi lar'laws'that would enable them to predict and control behaviour. This movement was
particu larly strong in the USA.
According to behaviourist theory, learning takes place in fa irly simple ways, for example:
•

Through the'/awofeffect': If the effect of doing something is pleasurable, we tend to repeat
the action; if it leads to unpleasant effects, we are likely to stop doing it. We learn to eat a
banana because it is sweet and satisfying; touching fire hurts, and we learn to avoid it.
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•

Through the'lawofexercise':The more often we do something in a given situation, the
more likely we are to do it again until it becomes a habit. For example, we learn the
way to a particular place and then walk or drive there so often that we come to take
that way automatically.

•

Through stimulus, response and reinforcement: For example, a child learns to associate
the written letter A (response) with the relevant sound (stimulus), because the teacher
rewards the child in some way (reinforcement). This is known as 'conditioning; where
external stimuli can lead to learned responses.

These theories had a great influence in the first half of the 20th century which is still felt today.
lt was thought they had laid the foundation for a 'science of teaching'. Classroom approaches
based on these ideas were largely didactic, with all children being taught the same thing
at the same time. The 'law of effect' was reflected in the ways teachers rewarded correct
responses and punished wrong ones. The 'law of exercise' was reflected in an emphasis on
practice and dril ls.
Behaviourist theory is concerned with external and observable aspects of learning, such
as disciplined behaviour and producing the 'correct reply'. Little attention is paid to what is
going on in the child's mind, for example why a 'wrong' answer was given. The learner has a
relatively passive, or inactive, role. The teacher decides what is going to be learnt, when and
how.
Such theories do explain some aspects of learning: the beginnings of writing, memorising
multiplication tables or history dates, and learning new languages, for example. However, the
theory ignores how such learning links- or fails to link- to the existing understanding of the
individual child. Children may be able to memorise and repeat information, but unless it has
real meaning for them the learners may not be able to use it, for example to solve problems
in their daily life.
Figure 3.1 A behaviourist model of roles in the t eaching-learning process

CHILDREN

- - - - - - - - - - - - - - - - - - - +

ADULT ----+-

Decides on important
knowledge, skills etc.

----+-

Respond

/

Instructs
children

Respond

~
/
Corrects and
assesses

~
Instructs
children

Behaviourism in teacher education
For many years, particularly in the USA, teacher training programmes were built on
behaviourist theories. Such programmes, as might be expected, focus on the outward and
visible aspects of teaching: on teacher behaviou r rather than on teacher thinking. This led to
an emphasis on skills, such as: managing the class, writing lesson plans to a particular design,
styles of questioning pupils, chalkboard writing, giving praise, and so on. Micro-teaching w as
developed as an appropriate learning and assessment tool.
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Such a type of teacher training (here the word training is appropriate!) is not much concerned
with how student teachers understand their tasks, or how they are making sense of teaching.
Assessment of practical teaching focuses on the teacher's classroom behaviour, rather than
on the reasoning behind it. Student teachers' thinking, or what their experiences actually
mean for them, is often disregarded.
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Figure 3.2 A behaviourist model of learning to teach

STUDENTS

- - - - - - - - - - - - - - - - - - - •

Copy,

Try

/ practise ~ / again ~
TUTOR

Decides what
students shou ld
know and do

Tells,
shows
students

Corrects,
assesses

Tells,
shows

In a micro-teaching session, the tutor explains the skill, and the student teachers all try to
produce the right responses, their practice being shaped by the tutor's praise or criticism.
A behaviourist programme can offer beginning teachers some techniques and routines to
help them start, but it is insufficient as a basis for professional education as it does not deal
with student teachers' thinking, nor with the personal development aspect of learning to
teach.

REFLECTION
How far is the programme you teach (or the one you were trained in) based on
behaviourist ideas?

Cognitive and constructivist models of learning
There are a number of different theories under these labels. What they have in common is
a concern with the internal thinking processes- the aspects of learning that can't be seen
directly by the teacher. In different ways all these theories suggest that people learn through
the interaction between thought and experience: that both doing and thinking are essential
for learning.

Cognitive development A highly influential theorist was Jean Piaget, from Switzerland.
Essentially, he suggested that people bave an in nate, or inborn, drive to understand the
world. Children begin from an early age to construct sets of ideas about objects or events
around them. These include concepts and mental strategies for organising our experience.
Using these strategies, learners construct and reconstruct ever more complex, detailed, and
useful ways of thinking about the world. (See, for example, Piaget, 1926, Sutherland 1992)
Piaget thought that with ch ildren this process happened in different ways at different stages
which are more or less fixed by age- sensori-motor, pre-operational, concrete and formal. For
the first three, the person needs concrete, direct experience in order to learn. Fina lly, at the
'formal' stage, they can reason abstractly. For example, in mathematics young children would
need to use counters for addition, as physica l or'concrete' objects. When they reach the
formal stage they can think abstractly by holding the idea of numbers in their minds.
Piaget's ideas had a significant influence on education and contributed to various forms of
'child-centred' and 'discovery' methods. Here teachers provide opport unities for children to
investigate and experiment for themselves. Through such experiences, they wil l construct
new understandings of the world. However, according to this theory teachers have to wait
until.the child has reached the appropriate stage before they are ready to learn something.
Piaget, in his time, moved people's thinking forwards, but later work has modified his ideas
considerably. In particular, psychologists came to question the four developmental stages,
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saying that they underestimate the capacities of children and can li mit learning. In situations
that are meaningful to them, children have shown far greater intellect ual progress (for
example Donaldson 1978). Piaget's work was also criticised for its emphasis on the ind ividual
and for ignoring the social context of learning. A fu rther point is that even adults don't always
operate at the 'formal level~ Anyone studying a new subject needs to start with concrete
examples and direct experience.

Cognitive psychology Building on Piaget, the emphasis on thinking and mental structures
has produced useful insights into learning. A key point is that learn ing must be meani ngful:
learners remember new material best when it means something to them; that is, when t hey
can connect it to some idea which they already understand. This contrasts with the rote
learning stressed by behaviourism, where the association between two things is learnt by
habit rather than by understanding.
ConstructivismThis is related to the above theories. The key idea of constructivism is that
each individual constructs their own knowledge in a unique way. For example a concept
like 'family' can never be directly communicated; even though we w rite down definitions,
everyone will understand 'family' in their own way, drawing on their personal experience
of their own family and of typical families in their society. We all continually reconstruct ou r
understanding in the light of new information and of experience. Th is means our know ledge
is not fixed, but Auid and expanding. For example, in our own lives as we learn to garden,
drive cars or raise children, our knowledge of plants, types of cars, and child development
changes and increases in scope.
Constructivism has been particularly inAuential in science teaching. Researchers discovered
that children often form their own understanding about the world based on 'common sense~
Sometimes this gets in the way of understanding scientific principles. Teachers therefore
have to create situations- experiments or experiences- in which children can see how these
misconceptions are false. Only then can the lea rn ers gain a deeper understanding of science.
For example, a child might t hink that small objects Aoat and big ones sink. The teacher lets
them put a large piece of light wood and small stones into water, to help them develop a
more accurate understanding.
Teachers who base their methods on Piagetian or constructivist lea rning theories try to give
individual pupils a considerable amount of freedom to learn in their own way and at t heir
own speed. Rote learning is replaced by an emphasis on learning concepts and skills, perhaps
through individual or group project work. One interpretation leads to 'discovery learning;
where pupils are expected to find out things for t hemselves, with m inimum guidance.
Another interpretation is that the teacher constructs learning situations for the pupils which
will challenge their thinking and lead them to new theories. One problem with such methods
is that where the pupi ls expect the teacher to know everything, asking pupils to find their
own answers might look like teacher ignorance!
Figure 3.3 A constructivist model of roles in the teaching-learning process
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CHILD ""'-

~

/
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Cognitive and constructivist models in teacher education
Following Pia get, we might assume that student teachers were all operating at the stage of
'formal operations'. But many of the topics, particularly in psychology and child development,
are new, and they need to approach them through concrete examples linked to their
experience. lnsights from other cognitive psychologists would lead to similar advice. Tutors
need to ask themselves:
•

What kinds of mental frameworks do students already have about teaching and
learning?

•

How are they adapting these in their own minds as we teach them about learning
theory, children's behaviour, and pedagogic principles?

' •

How are these ideas going to affect their actual teaching?

' •

If student teachers have misconceptions i.e. unhelpful ideas about how children
learn, how can we provide experiences through which they can develop better
understandings?

The word constructivism has become popu lar among teacher educators in both North and
South America. There it is used in a very general sense to indicate a contrast to 'behaviourism~
That is, it implies that teachers w ill build or 'construct'their own ideas about teaching through
thought and action. To do so, they draw on a wide variety of knowledge and experience.
Some of this comes from their own personal life-histories, some from formal training courses,
some from the schools they teach in, and some from the wider social and cultural context in
which they live.
In this view, the task of tutors is to help them to develop more knowledge about their
work, to make sense of what they are doing, and to evaluate their own practice. Thus in
constructivist teacher education programmes there is less emphasis on skill s and more
on personal knowledge and on thinking. Assessment is likely to focus less on the teachers'
classroom behaviour itself, and more on the plann ing, reasoning and ref1ection that underlies
such behaviour.
Figure 3.4 A constructivist model of learning to teach

STUDENT

~
TUTOR

/
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and arranged
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in school
in school

~

Evaluates

The diagram shows what is, perhaps, quite a common situation. Unqualified applicants are
given a brief induction at the start and then have to 'discover' how to teach. Or during a long
internship, with little supervision, the student will be trying to make sense of their teaching
experience. The dangers, of course, are that they may draw misleading conclusions about
what they are doing, or develop misunderstandings about children.
In t he UK, wh ich never embraced behaviourism so strong ly, the phrase 'constructivist teacher
education' is less common; teacher educators talk about 'ref1ective practice' instead. This
implies similar processes of gaining understanding through experience and then thinking
about it. Teachers are said to develop 'persona l theories' which are 'ways in which people
interpret and define their environment ... and use such interpretations to guide their actions:
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(Calderhead 1987:6) However, such theories usually remain sub-conscious. The teacher
educator must encourage student teachers first to think through and express their ow n ideas
of teaching. Then the tutor helps them to compa re their own persona l theories with those
from books and research, and perhaps change or refine them. Finally the students must test
out their ideas in practice, and see how they can be improved.
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In what ways do you use constructivist ideas in your own teaching? How would you deal w ith
students who say: 'You are the teacher, you should give us the answer'?
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Social constructivist models
While the Western world was working with behaviourist and individualist cognitive models,
Russian educationists were developing theories that paid more attention to the socia l
context. The most important was Vygotsky, who published his books in the 1930s. However,
they were not translated into English until much later, and only began to be known in the
West in the 1960s. The American psychologist Jerome Bruner did much to adapt Vygotsky's
ideas for the English-speaking world (Bruner 1966, 1986).
Although Vygotsky also took a developmental
view of learning, he did not believe one had to
wait until a child was ready to learn. In contrast
to Piaget, he thought that appropriate teaching
could speed up development. Two key ideas are
the Zone of Proximal Development (ZPD) and
the importance of the socio-cultural context of
learning.

Vygotsky defines the ZPD as:
The distance between the actual
developmental level (of the child) as
determined through problem solving
(on their own) and the level of potential
development as determined through
problem solving under adult guidance, or
in collaboration with more capable peers.
(Vygotsky 1978:86)

Figure 3.5 The Zone of Proximal Development

ZPD

What the
learner knows
and can do
on their own

What the
learner can do
when given help

The ZPD concerns each child's potential to 'make sense' of the world. The question for
teachers is: starting from the child's present state of understanding, what developments can
occur if the child is given some help? If the support is appropriate and meaningful, Vygotsky
argues that the child's understanding can be extended far beyond that which they could
reach alone.
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Such help in learning can come in many ways. lt could be explanation or discussion with
the teacher; it might come from a debate among a group of children engaged in doing
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a task or solving a problem; it could happen by talking with parents or even watching a
particular TV programme. In each case, the intervention acts to support or'scaffold'the child's
understanding across the ZPD for that particular issue. The analogy is from building a house:
scaffolding is needed to support the walls as they are being built up, but when they are
finished and secure, the scaffolding can be removed. The bu ilding- the child's understanding
-will stand independently.
The concept of scaffolding leads on to the
second key insight from Vygotsky's work. This
concerns the role of the culture and the wider
social context of the learner in influencing
his or her understanding. This influence starts
in informal ways from birth, as infants and
young children interact with their parents and
family. The youngsters, through experiencing
the language and forms of behaviour of their
culture, acquire particular cognitive skills,
strategies, knowledge and understanding.
Cognition, language and forms of thought
are thus 'scaffolded' by the culture and social
history of the learner as well as by direct
teaching. This influence of culture on learning
continues throughout life. The local ideas, language and concepts, which are derived from
interaction with others, wil l structure, challenge, enhance or limit thinking. Thus learning is
social as well as individual, and the school context is an important factor.
The role of language is particularly important. Language is seen as central to the
development of thinking, and therefore ta lk is a tool for learning. Through talk, we clarify our
own ideas and receive feedback from others. Interaction with an adult or expert can help
widen and deepen thinking, but interaction with peers is also useful.

Figure 3.6 Scaffolding

These ideas have had much influence in education in the West since the early 1980s. In this
model, learning is seen as 'assisted performance'; the role of the teacher is to identify the ZPD,
help the learners to do what they cannot do on their own, and support them until they can
do it independently. Pupils can also 'scaffold' each others' thinking, but the teacher has the
important role of challeng ing and extending their understand ing in ways appropriate to their
level. Therefore the teacher must understand both the subject matter and the way chi ldren's
understanding typically develops in a particular culture at that time.

®

REFLECTION
Scaffolding learning for a class of pupils with varying ZPDs is challenging, yet many teachers
do this without knowing Vygotsky's name or theory. Suggest ways in which a teacher might
find ways of working with individuals and small groups so that each is helped to move
forward in line with their own understanding.
Methods derived from this theory make great demands on the teacher and the way the
classroom is organised. For example, the children may work in small groups for collaborative
investigation and problem-solving in maths and science, but the teacher has to supervise
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them closely to challenge their thinking and lead them towards the mental strategies
required. In language classes, children draft and redraft their work in collaboration with peers
and with the teacher's guidance. In whole class teaching, teachers have to carefully phrase
questions to individual pupils, or groups of pupils, so that the questions give a stimulating
level of challenge.
Figure 3.7 A social constructivist model of roles in the teaching-learning process
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In their book Rousing Minds to Life, Tharp and Gallimore (1988) who call themselves 'neoVygotskians; (neo=new), bring together ideas from behaviourism, cognitive psychology and
social constructivism, along with insights from anthropology, to create an effective approach
to teaching. The means they suggest for'assisting the learners' performance' are:
Demonstrating, praising, feeding back, instructing, questioning and cognitive structuring.

They highlight the importance of seeing teaching as a social activity and the need to be
sensitive to the cultural and social context of the learners. Their book discusses and illustrates
all this with many examples.

Social constructivism and teacher education
The ideas underlying social constructivism seem to have great potentia l for helping teachers
learn to teach. Tutors have to assess where is the ZPD for their students for both knowledge
and skills and then 'scaffold' their understanding of teaching and learning. For example, a
mentor or co-operating teacher can first observe a student teacher's performance in the
classroom, and see what they can already do and what they are finding difficult. The mentor
can then model alternate teaching techniques, explaining them and giving feedback when
the student tries them out. In this way, the new teacher is helped through the ZPD to the
point where they can practise on their own. Sometimes the mentor can help the student
teacher develop their own problem-solving abilities rather than providing exact teaching
strategies. Team teaching with an experienced colleague might serve a similar purpose in CPD.
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The emphasis on culture is also relevant. Cultures of teaching and learning vary greatly
between societies, and even between different kinds of school. Student teachers have grown
up and been educated within certain kinds of schools, and much of their thinking and their
practice has been shaped by these (see Chapters 2 and 11 ). Teacher education has to be
sensitive to such cultures, and work with them.
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Figure 3.8 A social constructivist model of learning to teach
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In this model of'assisted performance; a small group of student teachers are placed together
in a practice school. They can observe and help each other.The mentor or supervisor meets
regularly with the group to give feedback and guidance.
These ideas have not yet been explicitly incorporated into many initial teacher education
programmes. However, similar techniques are sometimes used with serving teachers. Joyce
and Showers' coaching model teaches skills within the teachers' ZPD and provides much
scaffolding through demonstration and feedback.

Joyce and Showers' model
The Americans Joyce and Showers designed a training process for teachers wanting to
learn new teaching skills. This looks in some ways like a behaviourist model because it
focuses on skills. However, it also insists the teachers must understand why and how the
new methods improve pupils' learning. The coach is working within the teachers' ZPD,
helping them to achieve something new. The model's main feature is the amount of
support and feedback the teachers get, which scaffolds their learning- with such help,
they can do things they would not have been able to do on their own.
Stage 1:Tutor describes the skills (presentation or lecture), why they are useful, and when
to use them.
Stage 2: Tutor models the skills either live or using pre-recorded video.
Stage 3:Teachers practise the skills in simulated settings (as in micro-teaching).
Stage 4:Tutor gives feedback.
Stage 5:Tutor or other supporting person coaches the teacher on the job, back in their
own classroom, until they can do it successfully.
This gives teachers knowledge and understanding of the new skills, opportunities to try
them out first in a safe setting, with feedback, and finally on-going help (which can include
more modelling, practice and feedback) in their own situation.
(Joyce, B.R. and Showers, 8., 'Improving in-service training: the messages of research' in Educational Leadership
1980, pp. 379-85)

The Joyce and Showers scheme is based on behaviourist principles, but can also be seen as
using the principles of the ZPD. This is a good example of how in rea l life these models are
not rigid ly separate from each other. Most teacher education programmes will draw on more
than one set of ideas.
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REFLECTION
What experiences do you have of scaffolding learning being used in teacher education,
either as a tutor or as a student? For example: a student teacher is diagnosed as needing
help on some particular aspect of teaching and the tutor demonstrates, and talks him or her
through the problem, until the student understands and has found a strategy that solves the
problem.
Tharp and Gallimore (1988), whose work was mentioned above, have applied their ideas to
teacher education. The case study below reports an apparently successful application of their
methods w ith new teachers in Hawaii.

~ l Case Study:
~ Tharp and Gallimore (1988), 'Assisting Teacher Performance through
the ZPD: a case study: in Rousing Minds to Life (Chapter 10)
This describes how a primary NQT called Grace
was helped to conduct comprehension lessons
as part of the teach ing of reading in Grade 1. The
sources of help were:

•

a consultant who observed eight of
Grace's lessons, and discussed them with
her at length, using a video-tape recording
of the lessons

•

a colleague who provided a model for
Grace by allowing her to observe one of
the col league's lessons

•

a supervising teacher who offered praise
and encouragement
Grace herself as she became more selfaware, internalised the principles, and
began to be able to reflect accurately
on her own successes and mistakes.

The aim of the lessons was to use pupils' personal
experiences to help them come to a deeper
understanding of the ideas in the stories they
were reading. The teacher was told to use the
method of 'instructional conversation: in which
the teacher gets the children to talk about their
experiences and then helps them to relate these
to the text they are reading. The account clearly
shows the two levels at which teacher educators
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work (see Chapter 1). The consultant was helping
the teacher to learn and the teacher was helping
the pupils to learn. The young teacher was
learning how to support her pupils in their ZPD
while the consultant was helping Grace through
her own ZPDs in the field of teacher knowledge
and teacher performance. Here is a summary:

Observation 7: Grace asks the class questions
and draws out children's ideas but does not
know how to use these answers to help the
pupils understand the themes of the story. The
consultant praises her responses and then guides
her to realise she needs a deeper understanding
of the text.
Observation 2: Grace elicits more ideas from the
pupils but still can't use them fully. She realises
this, however, and begins to reflect on her own
performance. The consultant says she should
use more open questions and then build on
whatever answers the children give, to bring
them across their ZPD.

Observation 3: Grace is asking too many Yes/No
questions and is talking much more than the
pupils. The consultant tries to explain some of
the theory behind the'instructional conversation'
and 'scaffolding: but Grace is not quite ready to
implement it. So they agreed that Grace should
work on reducing the amount of'teacher talk:
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Colleague observation: At this point Grace

A supervising teacher watches a lesson and

watches an experienced colleague. This gives
her an image of what 'instructional conversation'
really is, and how a teacher can draw out pupils'
experiences to help them construct new
concepts.

praises her improvement.

Observation 4: Grace thought she now understood what she should do, but watching the
video she herself realises she still hasn't managed
to put it into practice - she was still 'telling' the
pupils what to think. She gets discouraged. The
consultant tells her everyone goes through
difficulties like this.

Observation 5: In this lesson, Grace manages
to stop herself talking so much, and asks the
right kinds of questions which 'scaffold' the
pupils' understanding and allows them to
construct the ideas for themselves. The tape
shows how she is beginning to regulate her own
behaviour.
In discussion, Grace shows that now she both
understands the theory and can implement
it. From now on, she can advise herself, with
occasional outside support.

Such intensive training is time-consuming. However, it can be done during any kind of
teaching practice or school experience if there is a skilled mentor or co-operating teacher
with time to observe (a video is not necessary but detailed notes should be taken) and if
there is time for the two to sit down afterwards and talk it through . The mentor should also
ask open questions, rather than telling the student what to do. For example: 'Can you tell
me why you did that?' In this way the mentor can elicit the student's ideas and use them to
scaffold her understanding of teaching (see Chapter 6 on mentoring).

REFLECTION
What have you learnt by reading this chapter so far? Do you think that your own personal
theories, or conceptual frameworks, about learning to teach have changed? If so, in what
ways?

Theories and teachers' learning
Looking at the four ways in which teachers apparently learn, how might these learning
theories help us to understand what is going on?

Observing and imitating The behaviourists might say that seeing a teacher in action is a
stimulus, trying to copy them is the response, and the reinforcement can come either from
the tutor or from the reactions of the pupils.
In a constructivist view, the student teacher has already got images and ideas about
teaching in their mind, drawn from their own experience of watching teachers and more
general images in the surrounding culture. They use these to build up more complex mental
frameworks which may then affect the way they work in classrooms.
Guided observation can be seen as a form of scaffolding. New teachers watch a more
experienced colleague, or a peer, with a focus on how they perform certain tasks, such
as explaining a difficult concept, or managing behaviour. The students then try it out for
themselves.

Practice and learning by experience In behaviourist terms, the pupils provide a stimulus,
such as being noisy, the student teacher produces a response, such as a reminder to
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concentrate on their work, and this behaviour is reinforced when the pupils quieten down.
Alternatively, student teachers' behaviours can be reinforced- or not- by the praise or
reprimand of the tutor or supervisor.
A constructivist might see practice as a form of learning by discovery, as new teachers
interact w ith the classroom environment and find out what happens w hen they do certain
things with pupils. This quite often happens in reality, but results may not be useful if the new
teachers fai l to find effective teaching strategies.
Social constructivists would stress that practical teaching tasks should be within the student's
ZPD and undertaken with the support and guidance of the tutor, so that the students can do
them successfully.

Acquiring knowledge from different sources This can be most clearly explained by cognitive
and constructivist models, in which student teachers are taking in new ideas and (it is hoped)
altering their thinking to include the new concepts. Some of the knowledge would be of
the formal, abstract kind, and the students would often be expected to be at the 'formal
operations' stage in all subject areas, which m ight not always be the case.
Social constructivists would emphasise the role of language in mediating the new
knowledge, and recommend much tutor-student interaction to ensure understanding.

Reflecting on experience Behaviourism is not conducive to reflection but in constructivist
models reflection is a part of developing new ideas. Reflection assu mes that student teachers
are motivated to improve their teaching, and can take responsibi lity for their own learning.
Table 3.1 Summary of how three theories match the four ways of learning to teach
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Behaviourism

Constructivism

Social constructivism

Observing/ imitating

Learning conditioned
by stimulus, response
and reinforcement

Use of own experience
to build up ideas

Watching provides
scaffold to support new
practice

Practice/experience

Laws of effect and
exercise; actions
become a habit
when reinforced

Learning by doing;
discovering teaching
techniques through
t rial and error

Student's practice is
organised and guided by
tutorsj mentors

Acquiring knowledge

Memorising, rote
learning

Taking in new ideas
and reorganising
previous understanding

Learning mediated by
language, discussion and
social context

Reflection

-

Encourages rethinking

Peers and tutors assist in
rethinking

Learning to teach is not just about acqu iring knowledge and skills. lt is also about developing
personal qualities, high standards, and professiona l judgement. Teachers need to learn
appropriate attitudes as well as knowledge. There is an emotional side to teaching, and
teachers have to be able to understand and deal w ith feelings. This is rather neglected in
the theories of teacher learning that we have looked at so far. Firstly student teachers need
some insight into their own emotions and secondly they have to recognise how children
feel. Final ly, they have to learn to treat pupil behaviour with the right mixture of patience,
compassion and firmness. How do young teachers learn these aspects of their job?
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To move on further, we need to look at other models of learning, in particular those which
take a holistic view of the development of t he w hole person, and which include adults in
their scope.

Humanist models
These theories emerged in t he US in the 1960s. An important fig ure w as Carl Rogers. In
his book Freedom to Learn (1 969), he said: 'I ca nnot teach anyone anything; I can o nly help
them to learn~ He thought that the desire to learn is inborn, and t hat if they are given an
appropriate environment, people will learn what they need to. As people mature, he claimed,
they become more self-directed and responsible for their ow n learn ing.
Maslow (1954) argued that humans have a hierarchy of needs. Once basic needs (for food,
shelter and safety) are met, people need to feel loved and to know they belong. This feel ing of
belongingness can be to a family or a comm unity, and involves being valued, which leads to
a feeling of self-worth o r self-esteem. The fina l stage, he suggested, is a drive tow ards
'self-actualisation': that is, a need to create, to appreciate, to know and to understand.
lt could be argued that these theories, which originated in the US, are culturally biased. They
define the idea of maturity as autonomy and self-directedness. Collaborative values, such as
working together for the good of a community, are less mentioned.
The social learning theorists stress, by contrast, that learning resu lts from the ways in which
individuals interact with t heir environment. This starts in the fam ily and widens out to
the school, the peer group and the work envi ronment. People learn by imitation and by
internalising the values and attitudes of those around them.
What these models have in common is their view of learning as a natural process wh ich
continues throughout life. Such theorists view human beings as active meaning-m akers. That
is, they believe everyone has an inborn desire to make sense of their experience, and to learn
from it. These ideas have been more influential in the field of adult learning than in schools.

Humanist theories and teacher education
As we have said, there is much evidence that young teachers learn by observation, by
imitation, and by interna lising the behaviour, attitudes and values of teachers they have
observed in their own school years, as much as the 'social learning' t heorists describe. This
suggests that 'informal learning; including learning on the job, is very important. Formal
teacher education progra m mes tend to ignore such informal learning, and yet it may run
counter to what is being taught in the college. Possibly this is w hy so me formal prog rammes
appear to have little effect on how teachers behave when they are in classrooms.
Humanist theorists, in different ways, see people as self-motivated and self-regu lat ing
individuals, striving for excellence. lt may be t hat the idea of teachers 'being born not made'
can be partly explained in these terms. Probably we all know teachers who love their wo rk,
who try hard to help al l pupils, and whose teaching is thoug ht to be 'good' even though t hey
have only basic (or even no) training. These teachers can be termed 'self actualisers': they are
motivated to help children learn and they have developed their own ways of doing t his. This
fits well with the idea of learning by reflection.

(!:·

R EFLECT IO N
How can we encourage t hese traits in students- motivation, responsibility, a desire for
excellence- even if they don't show them at the start of the course?
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ACTIVITY
What learning theories might help you plan teaching in one or two of the following topics or
aspects of a teacher education programme?
a) Teaching practice
b) A topic in your subject
c) Teaching methods in your subject
d) Classroom management
e) Helping low achievers

f) The role of school in society
Explain your choice.

Concluding comments
Human learning is complex. Various theorists have advanced our understanding of how
knowledge and skills are acquired, but no one theory can explain fully how children learn.
The authors of this book feel that the social constructivist viewpoint offers the best framework
currently available. lt emphasises how knowledge and learning depend on the culture and
social context in which they exist. lt opens the way for teaching and learning to be adapted
to the local situation. Ideas from elsewhere may encourage change, but do not necessari ly
have to be copied. People generally construct their own ways of teaching by adapting
examples from other people's work, attempting to apply teaching and learning theories,
evaluating their own teaching and considering the needs and opportun ities of their current
teaching situation. In teacher education, theory should be allowed to develop out of good
practice, when the practitioners analyse and reflect upon their work, individually and as
part of a group. In some situations, teachers and teacher educators have limited freedom to
develop and adapt the curriculum. Even here, we believe that constructing knowledge with
col leagues about how to teach and tutor within the curriculum is the best way to develop
lessons and seminars that will help students learn.
Professional learning often emphasises beliefs, attitudes and emotional qualities as well as
the more 'academ ic' knowledge and skil ls that are typical of many traditional school curricula.
Developing appropriate beliefs and attitudes can be a challenge for both teacher educators
and student teachers. Humanist theories, which look at the development of the whole person
into adulthood may also therefore have relevance for teacher education. These ideas are
explored more fu lly in the next chapter.
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Chapter 4

Student teachers as
adult learners
Overview
This chapter looks at adult learning from the following perspectives:
•

Whether student teachers can be described as 'mature student s'

•

How far their approaches to learning might differ from those of school pupils

•

The meaning and importa·nce of independent learning

•

Kolb's experiential learning cycle and its use in teacher education

I•
•

The personal and emotional aspects of learning to teach
The skills needed by the adult educator.

Introduction
Formal schooling sometimes works to keep people in a 'child' role when they are actually
grown up. Many traditiona l societies had ceremonies that marked off childhood from
adulthood (often around the age of puberty), at which point the young adult w as expected
to take on a new role in society. In modern societies the turning poi nt is sometimes less clear.
it is sometimes difficult to decide whether students, and student teachers in particu lar, should
be termed 'young people' or adults.
Alan Rogers (1996:35) suggests that adults:

®

•

are fully grown and mature

•

are independent and can act autonomously

•

have a sense of perspective and are 'balanced' (in the sense of not acting 'child ish ly').
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How does your society define an adult? Are there legal definitions? Are there socia l
conventions or practices marking adulthood?

How mature are student teachers?
Table 4.1 shows the ages of entering student teachers in four countries.
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Table 4.1 Ages of student teachers on entry in four countries
Type of course

Age range

Average age

Ghana

18-30

21

Lesotho

17-40

22

Malawi

22-36

26

Trinidad and Tobago

20-42

26

Country

Pre-service courses

Initial in-service courses

(lewin and Stuart 2003)

Even where students were recruited as high school leavers, the average age was early 20s;
where initial training took place after a period of teaching, the average student was in their
late 20s. These figures suggest that student teachers on these ITE programmes can be
classified as mature students. This is not always so: in China, preparation for primary school
teaching is part of secondary education and students are younger. Serving teachers on CPD
courses will almost always be adults. We need to consider how mature students might differ
from pupils of school age in how they learn, and therefore whether they need different forms
of teaching.

®
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REFLECTION
Think of the student teachers you work with. How old are they, on average? How do they
differ, in your view, from most high school pupils?
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How do adults learn?
In what ways might adult students be different from ch ild learners? Knowles (1978) suggests
four interlinked ways.

1. Identity, self-concept and self-direction
Adults have a more developed self-concept- a clearer idea of who they are and what they want
to be- and are capable ofdirecting themselves towards this goal; they are more independent of
the teacher.
Knowles was an American. He came from a culture where adults are expected to become
self-directed individualists. Other cultures may not value individualism so highly and
may define adults by other criteria, such as being able to take on fam ily or community
responsibilities.

2. The role of experience
Adults already have much experience and knowledge which they can use to help understand
and organise new ideas.
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In some cases, however, the experience and previous learning might block new learning.
Recruits to teaching often already think they 'know' what a teacher does, and sometimes just
copy their own former teachers instead of being open to new methods as well.
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Adult educators need to show they value the lea rners' experience, and take them seriously,
thus helping them to build constructively on what they already know, and to change it if
appropriate.

3. Readiness to learn
In young children, learning readiness is partly linked to their physical and mental development;
by comparison, adults are 'ready to learn' something if they perceive it to be linked to their social
and professional roles.
Students need to see clearly the links between what they are learning in college and their
future role in the classroom. lt is important to sequence the material appropriately; this may
be an argument for having some teaching practice early in the course.

4. Problem-centred orientation
Adults will easily learn things that will help them solve problems or answer questions. They are
less good at learning things just because they might be useful later on, as children do.
This is particularly relevant to INSET/CPD courses, which are most successful when they focus
on things that serving teachers know they need, be it more in-depth subject knowledge or
new practical skills.

®

REFLECTION
Think of something you learnt in the last five years, either formally or informally. How far were
Knowles' assumptions about adult learners true of you at that point?
These four'assumptions' need to be tested against local realities. They may be true for some
people, or at some stages, and not for others.

A continuum of learning
Perhaps it is more useful to think of people moving gradually from the position of a child
learner to the position of an adult learner, at different speeds and according to different
circumstances.
Figure4.1 From child to adult

Even if students are in their 20s or 30s, it does not necessarily mean that they show all the
characteristics Knowles describes in all situations. We need to ask how motivated they are,
and how far are they capable of independent or self-directed learning. Unlike school pupils,
student teachers have chosen to enter a teacher education programm e, even thoug h this
may not have been their first choice of career. Teachers on INSET/CPD courses may have
chosen to attend, or they may have been told to.

®

REFLECTION
1. Think of your current students. How far do they appear to show the four characteristics
described by Knowles?

2. What do you think motivates your students as they study teaching?
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Independent learning
People concerned with professional education
all stress the importance of independent
learning, particularly in the 21st century.
Becoming independent and taking
responsibility for one's ow n learning could
include some or all of the following:

The world the students will be practising in
... will be characterised by rapid change and
unpredictability. It is therefore essential that
students learn to be independent, self-directed
or autonomous learners.
(Taylor 1997:5)

•

Identifying your own learning needs

•

Setting your own goals

•

Planning your own learning activities

•

Finding your own resources for learning

•

Engaging in self-assessment

•

Deciding when you have completed your learning task

1 •

Reflecting on your learning process.

(Adapted from Taylor 1997:8)

®

REFLECTION
1. Which of the skills listed above do you yourself find easiest? Which do you find most
difficult?

2. Which of these skills do you encourage your students to practise?
3. Which do the students find easiest and most difficult?
Learning these skills is not easy, particularly if the students have not practised them as school
pupils. Tutors may have to teach their students how to learn independently. We take up this
theme again in Chapter 5.
Some teacher education colleges treat students like secondary students; they have to wea r
uniform, and the organisation of teaching- the ti metable, the methods- are very similar to
those of a high school. Such a directed learning environment is less likely to encourage
self-directed learni[lg. If col leges treat students as mature and responsible individuals,
arguably they are more likely to act in this manner.
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REFLECTION

1. In what ways might the teaching environment affect whether learners felt, or acted,
more like a child or more like an adult? If appropriate, give examples of a school or
college you know.

2. How could student teachers in your context be encouraged and helped to take more
responsibility for their own learning?

3. How quickly is education changing in your country? How far do you agree that becomi ng
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independent learners will help teachers cope with future change?
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Experiential learning
One model that has been influential in discussing adult learning is the experiential learning
cycle developed by David Kolb and his colleagues (Baud et al. 1985). lt helps clarify how
people might learn from experience and is particularly useful when looking at links between
theory and practice in learning how to teach.

Kolb's experiential learning model
Figure 4.2 Ko lb's experiential learning model

1 Concrete experience

2 Observations and
reflections

4 Testing and applying
implications of concepts
3 Formation of abstract
concepts and generalisations

The model has four stages.

1. The person is involved in some concrete experience. This can be either in the course of daily
life, or it can be specially provided for the learning purpose. lt can include events that have
happened in the past.

2. They stand back to reflect on this experience, to analyse and perhaps evaluate it.
3. They draw out some more general meanings from the experience. This may involve
abstract thinking using ideas and theoretical frameworks from elsewhere, such as books or
tutors.

4. They apply their new understanding in a practical way. This may involve planning, testing,
experimenting, or just behaving differently.
This leads to a new experience, and the cycle starts again.

The role of the tutor and the peer-group
While it is possible that someone can take them self through such a cycle- in our daily
life we all learn from our experiences- the process is quicker, richer and more effective
with a tutor to guide and facilitate. Other learners in the group also play a very
important role.
As suggested in Figure 4.3, the tutor or leader organises, challenges and supports. Both tutor
and peers can ask probing questions to help the students analyse and reflect; they can offer
new ways of looking at the topic, make clear comparisons and contrasts, direct the learners
to sources of new ideas and new information, and finally help them to apply the learning
productively.
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Figure 4.3 Role of the tutor in Kolb's experiential learning model

1 EXPERIENCING
Provides a suitable experience;
helps students recall previous
experiences

2 OBSERVING/REFLECTING
Facilitates sharing of ideas and
reactions; leads discussion;
asks questions to support and
challenge

4 APPLYING
Helps students to plan/design
new ways of behaving, or to
test new conclusions

®

3 GENERALISING
Contributes information about new ideas, concepts,
theories; helps students t o compare, contrast, synthesise,
evaluate; to abstract key ideas and draw conclusions;
provides books and other learning resources

REFLECTION

_____

____

____

Outline what might be the role of the other students in the group at each stage in the cycle.
,,....... ...................
,.,_,,,,.,............ ....,_,,
,,........................
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Using the model in teacher education and development
Example 1.: Visiting a school
This mig ht be a day-long trip to a school for observation and participation in classroom
activities. Tutor and students plan jointly t he aims and organisation of the day; agree what
students w ill do, what questions t hey want to answer, w hat information will be collected, and
w hat will be done with it.

Concrete experience: The visit takes place. Students observe the teach ing and learning,
teach smal l groups, t alk with pupils, draw plans of t he classroom, sketch or photograph
displays, sense the atmosphere of the school, etc.
Reflection: Students, individually or in groups, write up notes, analyse the data and record
their conclusions, drawing on both thoughts and feel ings. Tutor asks questions and stimulates
discussion.
Generalisations: Tutor helps students to make sense of the experience and to set it in
a w ider context. What kinds of teaching and learning were going on there? Can this be
related to stages of child development, or to learning theories? How did that lesson fit into
the wider curriculum? Was there evidence that children's home backgrounds m ight affect
their learn ing? Was the experience similar to teaching and learning in schools the students
attended or have taught in, o r have things changed? Was the lesson a good one, and what do
we mean by'good'? How can such lessons be improved? What would happen if. .. ?
Applying new understanding in practice: Students use these ideas in som e practical way:
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planning another visit, drawing up their own lesson plans, designing research.
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Example 2: The year's programme
In one sense, the whole of the 'professional component' of an ITE programme could be seen
as several large consecutive learning cycles.

Concrete experiences: Students already have experiences of teachers and schools from
their pupil days. Some may have taught already; some may be caring for children of their own
or for younger siblings.
Reflecting: The course tutors help them to stand back and reflect on these, by w riting short
educational autobiographies, or discussing child behaviour in groups etc.
Generalising: Tutors introduce students to theories of child development and to teach ing
methods. They help the students to link these back to their previous knowledge and to their
experience and then forward to school practice. This might require challenging students'
assumptions and demonstrating new methods.
Applying: Students use these ideas to design lessons to try out o n teaching practice. They
test the new methods and experiment with new ways of behaving.
More concrete experiences: The college o rganises periods of practical teaching
experience in schools, starting off a new cycle ....
Example 3: In-service course on methods of teaching reading
lt is relatively simple to design INSET/CPD on this pattern. The Joyce and Showers' (1 980)

coaching model in Chapter 3, if extended to include reflection, can become a spiral of t his
kind.

Concrete experiences: The serving teachers are teaching reading in their daily work.
Reflecting: A key stage, in which the tutor or workshop leader designs activities to help the
teachers articulate what they already do, why t hey do it, and to evaluate current practice.
Generalising: The leader summarises and introduces, if necessa ry, new ideas and methods
about children learning to read.
Applying: The teachers return to their classrooms and try out what they have learnt.
This experiential cycle has much in common w ith the 'social constructivist' model of lea rni ng.
The tutor is scaffolding the learning by provid ing new ideas in such a way that the students
construct new knowledge for themselves, thus helping them to move through their ZPDs.
Students can work in groups and similarly extend each other's understanding.
The key elements are critical analysis and reflection. Everyone has lots of experiences: we don't
always learn from them. For learning to take place, we have to analyse them, to think deeply
about what is working, what is not working, and why, and then apply our findings in practice.

What research shows: evidence about how student
teachers learn
So far in Chapters 3 and 4 we have looked at possible explanations of how learning to teach
might take place. What evidence is there about what actually happens in practice?
lt is very difficult to research in detail how teachers learn to teach. In the 1960s researchers
carried out 'process-product' studies. That is, the students went through a particular 'process'training course- and then the researchers tried to measure the 'product'- effective teaching
-by observation. Firstly there were problems with defining 'effective teaching' and secondly
this research only examined fairly simple behaviour patterns (such as the use of visual aids)
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shown by the teacher. it did not find out why the teachers behaved that way or how they
thought about it.
More recently, researchers have tried to understand how young teachers' thinking changes
during their training years. As well as observing the students, the researchers interviewed
them repeatedly, and invited them to keep journals telling what they thought and felt about
their progress. This is time-consuming and therefore can only be done with small samples of
students.

Calderhead and Shorrock (1997) Understanding Teacher Education, pp 186-188
These authors studied 20 graduate student primary teachers in England. Ten were doing a
one-year Post-Graduate Certificate in Education (PGCE) and ten were doing a two-year
school-based training course. They were all in their 20s or older, and had high levels of
motivation and self-direction; some were switching to teaching from other careers. Here is a
condensed version of the research conclusions:
•

In examining the reported learning
experiences of the 20 student teachers in
this study, five different types of learning
experience could be inferred. First of all,
there is knowledge accumulation, the
learning of information vital to the task
of teaching .. . about schools, about
children, about the curriculum, about
procedures and strategies. Much of this is
simply factual information that students
need to have readily available and is
learned from college lectures, books,
school documents and conversations
with teachers and tutors.

[This was difficult for them because]
practical problems are often 'messy' and
can be viewed in different ways, as wel l
as having a variety of solutions. Practical
problem-solving involved bringing
together various areas of knowledge
and experience, looking for patterns and
explanations, and mentally rehearsing
various strategies in attempts to define
and solve problems.
•

Fourth, there is learning about
relationships. In the view of the student
teachers, negotiating and maintaining
relationships in the classroom, and also
. .. with other teachers and parents, was
a significant part of the teacher's work
. ... [Students suggested] that one had
genuinely to like the children, to want
to work with them and to be able to
communicate that genuineness. They
learnt it took time to build up good
classroom relationships.

•

Fifth, there are processes of assimilation
in learning to teach. Teachers are
constantly drawing upon a diverse
range of strategies, beliefs, values and
information in their everyday work,
and there is considerable scope for
dissonance. The images they have of
themselves as teachers don't match the

Second, there is performance learning.
Part of the task of teaching is to perform,
to act as a teacher in the classroom ...
This requires a detailed awareness of self
and others and an ability to produce the
various actions, movements, tones of
voice, speech and gestures that are used
to communicate in the classroom ....
•

so

Third, learning to teach involves a lot
of practical problem-solving. Planning
lessons, thinking about how to cope
with a particular form of classroom
organisation, or arranging the day's
activities all involve juggling various
interests, opportunities and limitations in
order to broadly achieve one's goals.
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kind of teacher they can see themselves
becoming. Student teachers find
themselves juggling different images of
themselves and teachers, searching

for rationales and justifications in an
attempt to develop a more coherent and
comfortable understanding of teach ing
and of themselves as teachers.

RE FLECTION
Can you find examples from your own work experience of the five different types of learning
that Calderhead and Shorrock describe?
This research account shows, though in different words, that the students were learning
in the four ways we have identified in earlier chapters: observing and imitating, acquiring
knowledge, practising, and reflecting. However, it also brings out the personal and emotional
aspects of learning to teach.
lt shows how students have to learn to play the teacher role. To do this well, many people
need to become aware of their own feelings and actions, reflect on them and deliberately act
in appropriate ways. For example, they might learn to speak clearly, to be patient under stress,
and to listen to pupils.
Student teachers have to learn to build appropriate professional relationships with all pupils,
whoever the child is or however they behave. New teachers also have to maintain good
working relationships with their colleagues and often with parents. Such skills may be difficult
for some people, but are essential. They depend on self-awareness, the ability to manage
one's own emotions such as anger or impatience, and on maturity of judgement about how
to respond in difficult situations.
Finally, this research stresses the holistic nature of learning to teach . New teachers have to
draw together all aspects of their training and integrate their knowledge, skills and beliefs into
the ability to teach effectively. We return to this in Chapter 7 on assessment.

What is needed to teach adults?
We are suggesting that teaching adu1ts is not quite the same thing as teaching school-aged
pupils. But it draws on many of the same attitudes and competences.
Alan Rogers (1996:193-4) says that a good teacher of adults needs at least four sets of things:

1. A series of attitudes towards the student learners: concern, sensitivity and support;
attitudes of flexibility and innovativeness; a willingness to experiment, to adapt the
material to meet the specific needs of the learning group ...

2. A clear understanding of the philosophy of adult teaching; i.e. how adults differ from
children;

3. The skills of teaching, such as:
•

Planning skills: selection of teaching-learning strategies and the effective use of
learning resources
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•

Communication skills: the development of means of communication and a
sensitivity as to how effect ive these are, an awareness of when (for example) the
wrong message may have been received by the listeners

•

Caring-guidance skills: counsel ling the participants, adjusting the learning tasks
to t he needs, intentions and capabilities of the individual learner

•

Evaluation skills: identifying t he goals, monitoring progress and evaluating the
usefulness of t he learning process; presenting such evaluations to the participants

•

Subject skills: competencies in the subject matter of the course; continued
learning in t his area.

4. Above all, a measure of self-confidence and self-respect based on a belief in one's own
competence.

REFLECTION
1. Consider the fou r points above. Which can you do wel l, and which do you need to
workon7

2. How do the 'adu lt teaching skills' (point 3) differ from those you would expect a primary
school teacher to have?
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REFLECTION
Which of t hese posit ions do you feel sympathy for? If you are in a group, continue the debate
on the role of the teacher educator. How would you ideally like to teach 7 What is realistic in
your context? How can you gradually move towards your chosen position?
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Concluding comments
In this chapter we state that student teachers shou ld increasingly be recognised as adult
learners. They wi ll soon be working, and they need to become autonomous and independent
learners. We have had to draw largely on UK and US sources, and readers of th is book
from other countries shou ld consider how far the examples are relevant in their context.
For example, the concept of self-directedness may be part of American culture, but not
important in other places.
However, we also made the point that in today's world teachers will be constantly adapting
to change, and that therefore they should be capable of organising their own learning, just
as they organise learning for their pupils. In their future careers they may not have any close
support to help them deal with new problems. They may even have to learn to teach new
subjects, and they should be given the skills for doing this on their own.
Many teacher educators were themselves school teachers. In transferring to colleges or
university departments of education, there are many challenges. Tutors have to adapt to new
institutions, and to establish different kinds of relationships with their adult students.
New kinds of pedagogy are needed. This leads into the next chapter, which looks in more
detail at what kinds of teaching and learning might be appropriate for these more
mature students.

REFLECTION
Some of the examples of learning to teach in this chapter assume that it is possible to work
with student teachers in fairly sma ll groups. How cou ld they be adapted for larger classes
of students?
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Chapter 5

Pedagogy for
teacher education
Overview
The first part of this chapter discusses some general points about teaching and learning
under the headings:
1

•

Teacher-centred and learner-centred teaching

I•

Content and process aims

i•

The organisation and management of learning.

The second part offers some practical suggestions for teaching/learning activities, grouped
under:
1•

Presentation methods

I•

Interactive methods

I

1•

Independent learning methods.

Introduction
We are using 'Pedagogy' as an umbrella term to describe teaching and learning methods
together with the rationale behind them. lt can be seen as the practical side of the learning
theories discussed in Chapters 3 and 4. There are at least two sets of good reasons for paying
great attention to pedagogy in teacher education. Firstly, of course, we want our students to
learn effectively. But secondly, we as teacher educators are modelling good practice for the
student teachers, so they can implement similar methods in t heir future classrooms.
For example, student teachers are unlikely to learn how to use group work effectively by
attending a lecture on group work where they are all sitting silently in rows. They will find out
much more if they are themselves learning in groups. They will then know what it feels like to
work col laboratively - or not- w ith others. Even more importantly, they w ill understand some
of the difficulties involved in this method, for both the teacher and the pupils.

ACTIVITY
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Below is a list of teaching methods that can be used with student teachers. For each, indicate
some reasons for using it, whether you have experienced it as a learner, and whether you
have tried it out yourself. You can add other methods.
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Example:
Method

Reasons for using this method

Experienced? Y/N

Tried? Y/N

Role play

Learn through experience;
create empathy, practise a skill

y

y

Project work
Etc

Lecture

Discussion

Buzz groups

Micro-teaching

Study of individual child

Oral presentation

Field trip

School visit

Quiz

Handout

Using audio-visual aids

School-based project

Keep your list with your notes. You can return to it at the end of reading the chapter and see
whether you wish to amend any of your comments.
The teacher education curriculum includes many different subject areas. Some courses
concern subject content, others subject methods, others educational theory or educational
skills and practices. This chapter is written from a genera list standpoint and most of the
examples will come from 'education: Subject tutors can think of similar examples from their
own area of specialisation. The methods are described mostly in the context of ITE, but most
can be adapted also for INSET/CPD courses.

REFLECTION
How far do you think teaching methods do, or should, vary by subject area?
If working with others, compare methods which are particularly useful in your respective
subjects. Why are they useful? Which on the above list would you like to try with your students?

Teacher-centred versus learner-centred teaching
There is a continuing debate about the respective roles of the teacher and the learners. This
debate was ref1ected among the theorists quoted in Chapters 3 and 4. Both the behaviourists,
and the social constructivists who follow Vygotsky, emphasise the role of the teacher, though
in different ways and for different reasons. By contrast, Piaget and other constructivists
emphasise the role of the learner, again in different ways. Different cultural traditions also
have different ideas about the teacher's role, as further discussed in Chapter 11. Here we will
try to clarify these ideas in the context of teacher education.

Teacher-centred teaching
This is also known as 'transmission'teaching.lt implies that the tutor aims to transmit, or
transfer, knowledge from themselves to the students. lt is also sometimes called didactic
teaching, meaning that the tutor dominates and controls the teaching-learning process. The
emphasis is on teaching rather than learning.
People have referred to it as the 'mug-and-jug' method. This metaphor suggests we believe
that students are 'empty' and the tutor's role is to 'fill' them with knowledge.
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Paolo Freire termed it the 'banking' model. This highlights the assumption
that tutors can put knowledge into students which can then be brought
out for use another day in the same form as it went in, like putting money
into a bank for later withdrawal.

Paulo Freire: a critic of teacher-centred education
Paulo Freire (1921-1997) was a Brazilian educationalist who worked mainly with poor and
oppressed people. He bel ieved that education should be a co-operative dialogue between
teacher and learner, and that each must treat the other with respect. All teaching should
be grounded in the experiences of the learner. Freire hoped education would make people
more aware of the world and empower them to take action to improve their situation. His
work has had much influence on informal education, especially the teaching of literacy.
(Adapted from www.infed.org/thinkers/et-freir.htm)

Learner-centred teaching
This phrase is frequently used these days. it suggests an emphasis on how the students are
learning rather than on how the tutor is teaching. lt implies that the student teachers are
actively processing new knowledge and making their own meanings from it. For example,
when they learn about child development, they are helped to relate this to their own family
and use it to think about their children or their siblings in new ways.
Why are learner-centred methods much talked about but seldom practised? One reason
is that such teaching/learning approaches can be more difficult. Students have to engage
themselves more actively; often they need to 'learn how to learn' in this way. Tutors are still
very important figures, but their role changes: they have to become organisers or facilitators
of learning. This requires different skills.
For example, in teaching about classroom methods, the tutor needs to understand:
•

what kinds of knowledge and ideas the students are likely to have already (for example
what teaching methods have they seen or experienced?)

I•

what active learning methods could help them refine and reconstruct these ideas by
gaining insights into the effectiveness of such methods (role play, discussion, reading,
observing)

•

what inputs from the tutor, or from other sources like practical experience, could
provide new insights (a presentation by the tutor, observing an experienced teacher,
reading a text)

•

what activities would help students relate the new ideas to the old ones and help
them move forward in their understanding (creating a lesson plan, writing a report,
giving a talk).

REFLECTION
How well does this description of learner-centred teaching fit with Kolb's learning cycle in
Chapter 4?
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A warning
The differences between teacher-centred and learner-centred teaching go deeper than
simple changes to room layout. Consider these two scenarios:

Comparison 1.
Lecture A

Tutor is talking. He or she is enjoying being in
control and being at the centre of the stage.
Tutor knows the subject and is giving a good
performance. Students are listening passively.
Some are writing down the tutor's words.
Others are dozing. At best, there may be some
superficial learning of material which can be
reproduced for an exam and then forgotten.

Lecture 8

Tutor is talking. He or she has a very clear
intention to engage the minds of the
audience, using vivid examples, jokes and
repetition of key points. Every now and then
tutor pauses to interact with the students,
asking them to question or discuss. Students
are interested and motivated; they are
mental ly engaging with the information,

rearranging and reconstructing their conceptual frameworks; they may take the ideas away,
to think over them later. At best, they will understand them well enough to use the new
concepts to solve problems.

Comparison 2
Discussion A

Tutor is at the desk, marking books. Students
are sitting in groups. In each group one student
reads out a question from the handout, another
offers an answer. Others say 'yes' and write it
down. They don't understand the full implication
of the question and their peers are not able to
help them extend their knowledge. At best, they
have thought superficially about the topic and
produced an answer in student words rather
than those of the teacher.

The students are sitting in groups, engaged in
a task set by the tutor. Tutor circulates among
the groups, asking and answering questions,
supporting, challeng ing, offering new ideas and
perhaps new resources. Students talk to each
other, raise questions, and debate the answers.
At best they have been sharing knowledge,
comparing views, and reconstructing their own
ideas. This has enabled them to complete a task
which they would not have been able to do
before.

Discussion 8
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REFLECT IO N
What kinds of preparation would a tutor have to make beforehand for lecture Band for
discussion group B?
Perhaps the best conclusion is to see the roles of the tutors and students as complementary,
with neither being dominant. Learner-centred teaching should not mean that students
have to discover everything for themselves and to 'reinvent the wheel~ The tutor has an
important role in presenting ideas, guiding and scaffolding learning; there is a place for
books, videos and now the intern et. Teachers need to acquire a great deal of knowledge t hat
has already been discovered and packaged into subjects, theories, etc. But such knowledge
can't just be given to them passively: they need to be actively involved in building their ow n
understanding through seminars, assignments, school experience and so on.

Learning to learn actively
However, students who have sat through long hours of transmission teaching during their
schooling, are not going to switch to active learning methods so easily. They may well need
much practice and encouragement before they- and you!- are happy operating in a
different way. We return to this below.

Content versus process aims in adult teaching
and learning
Content aims and objectives are usually about what knowledge and skills students
should acquire.
For example, students will:
•

understand topic A

•

be able to compare D and E

•

complete task B

•

and so on.

•

demonstrate method C

Process aims and objectives are about how to make the learning process most effective.
Teaching plans, perhaps particularly for adults, need to include process aims as well as
content aims.
Here are some examples of'process aims~ During t he teaching session the tutor will
aim to:
•
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keep students' attention, enhance motivation and interest

•

meet the different needs of individual students

•

scaffold the students' learning

•

empower them to become independent learners

•

encourage them to learn from/through helping each other

•

give them opportunities for using their new knowledge and skills

•

model the approach w e want them to use in class, suitably adapted.
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ACT I VIT Y
Rank the process aims in order of importance to you.lf you wish you could add one or two more.
-----·············-·-·-----··-""""""""""--·----·-·~···-~·----···-"""""'"""'

___

Organising and managing learning
Tutors have the final responsibility for overseeing learning activities and learning situations,
even though at times they may delegate some parts to students. There are basically fou r
options when planning learning sessions:
•

whole class

•

pairwork

•

small groups

•

individual work.

These are often combined within one session.

Whole class
This is not only an efficient way of presenting new material to a lot of learners at one time,
but it also offers opportunities to stimulate and inspire them with new ideas. Most teacher
education colleges will have large numbers of student teachers and a crowded timetable.
Tutors are likely to be faced with large classes and, for at least part of the time, will choose to
keep them together. There are ways of keeping a large class involved and active, as detailed
under 'Improving the Lecture' below.

Small groups
These are useful for exchanging ideas, stimulating discussion and working collaboratively.
You may allow groups to form on the basis of friendship. Alternatively, you may want to put
able students together and give them more cha llenging work, while you help slower learners.
Another option, when students are used to co-operating, is to form m ixed ability groups so
that the stronger students can help the weaker ones. Groups can be formed within a large
classroom, or students can work on their own elsewhere, or after class, provided they are
ready to take responsibility for working unsupervised.

Pair work
Pairs are often underused in higher education (and indeed in schools). A pair is a very 'normal'
social group, for example two friends, a married couple, two teachers sharing parallel classes.
Like small groups, pairs can scaffold each other's learning and give each other confidence; it
is almost impossible for someone to keep silent in a t wosome and people usually feel safe to
speak there. Pairs are easier to organise than groups: furniture need not be moved, and pairs
can work even in a traditional lecture theatre. In some ways, pair work is often more useful
than group work. it is a good way to introduce co-operative learning for students who are
unfamiliar with it.

Independent learning
Teachers will spend much of their working life alone in a classroom and may have to prepare,
teach and mark without help. Student teachers need to gain experience and confidence in
gathering information, making their own summary of it, or using it to solve problems. These
are good reasons for setting individual assignments.

59

PEDAGOGY FOR TEACHER EDUCATION

Howuuu;l-vpnut~ wouldyour

rtudeKI:r n-eed to work, weft~
jYO~ paV> tl..J'Ui~?

Some examples of pedagogy suitable for the college
classroom
We suggest that methods for teaching adults can be divided into three categories:
•

Presentation methods: teacher-led activities such as lectures, use of reading texts or
audio-visual equipment

' •

Interactive methods: interaction between teacher and learner, or between learner
and learner, such as discussions, role play, group activities, and pair work

•

Independent learning methods: in wh ich the learners work on tasks on their own or in
small groups, exploring and discovering knowledge for themselves through practice,
experiments, reading and writing.
(Aher Rogers 1996:188)

We have only space here for a few examples of each . Most can be used with the whole class,
groups, pairs or individuals. In places, we have included a commentary linking the pedagogy
to the learning theories discussed in Chapters 3 and 4.

Presentation methods
The most common form of presentation is the lecture, especially when groups are large and
learning resources are limited.

Improving the lecture
Lectures are often teacher-centred. But they can be made much more student-centred and
effective with some very simple techniques. The key aims here are:
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•

to ensure that listeners are mentally connected to the lecture for as much of the time
as possible, taking in, reviewing, and integrating the information, so that they are
'making their own meaning' from it

•

to match your materials to the students' starting points, and allow opportunities for
questions and clarifications along the way.

Here are some suggestions. A good way to start is to choose one or two and try them out.
When you and the students need a change, try one or two others.
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Before the lecture
ThM~ar~il1:tendedto
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a) Give out material that has to be filled in from
information given during the talk, for example
questions to be answered, definitions to be
completed, a list of main points that need extending.
b) Give out some material to be studied beforehand,
for example key words, points, questions, or skeleton
notes covering the whole lecture. Tell the students to
come prepared to comment/discuss/answer these.

c) Have the participants write down what they already
know or think or want to know about the topic,
(using mental maps, notes, questions etc). At the
end of the lecture ask them to indicate what has
been covered, what questions remain, etc.

Tki£ focum ai:tel1.iiiJ~ad
elfMUYP.jM t/wt,v to yeca/1, wltaJ:
they mw.dy hww:

d) Put notes on the board, with some short task to be
done while waiting for the start, such as 'Recap what
you learnt last time; or 'Write down what you think
this lecture will cover; or'What questions would you
like answered by this lecture?'

Break up the lecture
8u=3roup-> ~u~-tltb roLe,
WtjUP.j~ ~tear~.

of

8y taik.Urj

about wluu: they ltave-juot heard,
they wit£ com.e- to Ult.derstad it
better. Tki£ a..I1/~X~oj
sw.jfttditrj by peer>; a, stud.eltt
UUJr~ Ukely to tJ.dm.ii: to a,JeLWw-

u

u

studen:t tluJ.i: they dtJ Mt
Ult.derstatui; ad -tltb other stud.eltt

may hab/,e,to ~x~i.tbetter.

a) Atthe start of the lecture, get students seated
so they can easily work with one or two
neighbours. At intervals, tell these buzz groups
to do something related to the lecture, for
example to summarise to each other what
has just been said, to explain anything not
understood, compare their notes, write down
questions for the lecturer etc. This should last
not more than three to four minutes. lt can be
fol lowed by a short time for students to ask you
questions about anything that they, or their
small group, didn't understand.
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b) - d) ar~aboue mA.JfA.je#Wit: they
jive- OptMrtUJ1ii:iM tt; reft~

provika- ~break; uwt:Wai:~
(l.J1,d, elf.Cbtif"'j~~H..

b) Give listeners a short task to do, for example,
reading or writing for a few m inutes to provide a
change of activity.
c) Refer to material given out beforehand and
request responses, either from ind ividuals or
from groups.
d) Have students raise coloured cards when they
want clarification, a pause, or to ask a question
(like football cards!). Hand signals would work as
well.

After the lecture

Th.i.o u tt; ClJI1£oLidate-t:fte, Leanti)'(j,
eiWJW""'j~ ~ tt; a£!~~

the, fWir ideM (l.Jf,d,to dear¥'

tUf)' ClJnjuoioK<

A; weLt a.~ to jwtker

learitbtj, t:lu-f~
wil£jive,yoU/judbd 0/1/ wlw.t: tkey
CliiUOUdai:e- ;t~

a) Stop talking 15 minutes before the end of the
session. Set quick tasks for pa irs or groups:
summarise, list key points, raise questions. You
can take oral answers, or collect the papers.

b) Give out short questionnaires:
•

to test understanding of content

•

to evaluate the process of learning.

~ Letu-111: tJ.Jtd wuierrtood.

All these techniques can also be used when presenting material to sma ller groups.

Interactive methods
These methods can follow or come before mini-lectures or presentations, or they can be used
to fill up the whole of a seminar.

Discussion
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Many tutors use discussion, but in different ways. Some approaches are more likely to
be effective for student learning than others. Classroom research find ings suggest that
discussions are not always as productive as they could be.
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REFLECT IO N
Think of one or two occasions when you have used discussion with your students.
What was the topic and what resources were used, if any? What did you do? What did the
students do? What were the outcomes? How did you know? What were the strong and weak
points of these activities/approaches?
If working with others, share the answers with your partner or the group.

Whole class discussion
In whole class discussion, a skilful tutor can scaffold the students' learning. By carefully
directed questioning- using open-ended and higher order questions - the tutor
can draw out responses from the students which will give some indication of their ZPO
for this topic. Their answers should help the tutor link the new material to their previous
understanding. For this it is important to use higher order questions rather than those
which just require a factual answer or Yes/No. By probing and gently challenging their
existing views, the tutor can lead the students to reach new levels of understanding for
themselves.

Some examples of higher order questions
•

Give me an example of X, and an example ofY.

•

Why is Y not a good example of X?

•

What do you think about X? Why do you think that? What evidence can you bring to
support your view?

•

If someone held the opposite view, what might they say, and why?

•

What is the reason for X? Can you think of other reasons?

•

What are the differences between X and Y? In what ways are X and Y similar?

•

If we didn't do X, what might be the consequences?

AC TI VITY
Draft a series of questions to use with a group of students in your own subject. The questions
should build on likely responses and aim for higher order thinking.
In whole class discussions, many students don't feel confident enough to speak up. But if
they have already discussed the topic briefly in pairs or small groups, they will have rehearsed
their ideas and have got help from their peers. They are then much more likely to speak up
in the large group. This is particularly important for students who are not learning in their
'mother tongue:

Small group discussions
These can be extremely productive. By talking and sharing ideas, participants can
clarify things for themselves and scaffold each other's learning. They may gain in
self-confidence and develop the social skills necessary for collaboration- both very
important for teachers.
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In effective groups participants will:
1

•

all participate actively

•

give constructive feedback

1

•

listen to each other

•

feel safe.

But if groups are not working well there can be problems, such as:
•

one person dominates

•

participants copy from each other, or from a text

•

some people feel left out or not respected.

Research indicates that even mature adult student teachers often need help in how to
participate effectively in group discussion. (See box below.)

re\
..V

Case Study:
Training in discussion skills

During the course of an action research project
into student-centred ways of teaching, Ms Din eo
put her primary student teachers in groups to
discuss and taped the discussion. Her findings
were:
Most students lack the skill of discussing. They say
they 'discuss' and 'share ideas', yet they arrive at a
consensus without having thrashed out the point in
question thoroughly. Consequently ... the talkative
students tend to dominate the 'discussion'. There
are some students who are able to raise challenging
issues ... but [other] students do not respond to
the challenge; instead, they agree with what the
challenger says .... The discussion dies away.

She concludes: student teachers should be
'drilled' in this skill with lots of pra~tice.
Ms Dineo told her class of 80 students that in a
good discussion, everyone is given a chance to say

something; others listen and respond, critiquing,
extending, or developing each others' statements.
The chair facilitates this process, keeps them on
track, and helps them reach a conclusion, which
may include several viewpoints; the rapporteur
(note taker) summarises the points, giving the
alternative views if no consensus is reached .
She asked for six volunteers, who roleplayed a discussion - on a familiar topic (rural
development) - following these guidelines,
while the rest of the students watched. Though
they had no training, the transcript shows their
discussion fulfilled the criteria very well.
Her conclusion was now that her trainees did not
need to be drilled, just shown what to do, and
encouraged. The roles of chair and rapporteur,
however, needed practice.
(Adapted from Stuart 7985)

ACTIVITY
Here are some possible learning outcomes for small group discussion such as that above.
Which do you think would be most valuable for your students? Rank the outcomes in a
diamond shape (see Figure 2.3).
a) Review content of topic
b) Elicit alternative views
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c) Arrive at a consensus
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d) Raise new questions
e) Internalise new ideas through talking about them

f)

Help each other understand

g) Improve students' ability to express their ideas orally
h) Improve active listening skills
i)

Share ideas.

Some practical tips for developing discussion skills
•

At the start, everyone must have a chance to say something, (they can say 'pass' if they
don't wish to speak) before anyone speaks twice.

•

Each speaker must summarise what the last person said before they put their own
point (ensures active listening).

•

No one may speak unless they are holding the 'speaking horn' (any object, even a
pebble, that can be passed around easily- good for groups with several dominant
speakers, and useful in school classes).

•

A ball of string is thrown to each person as they speak; they twist it round their finger
before throwing it on. After five minutes, stop and look at the pattern created. Is
anyone dominating? Is anyone left out?

Role play

REFLECTI ON
If you have experienced role play, either as a student or as a teacher, write down, or discuss
with a colleague, the strengths and weaknesses of this method.

Role play can be powerful, memorable, motivating, and capable of helping students learn
fast. lt involves the emotions as well as the intellect. As students are producing the ideas
themselves, it is likely to be within their ZPD. lt draws on the students' personal resources, and
they can learn from each other as well as from the tutor.

Drawing on students ' memories: Role-playing good and bad teachers. (Teacher
heroes and villains)
Ask students to recall particular teachers who taught very well- the 'heroes~ (This can be
done as part of the educational autobiography exercise- see Chapter 2.) Let two or three
volunteers act out their teacher's excellent methods. Encourage them to think widely: the
good practice may be 'clear explanation; it may be 'encouragement; it may be 'attention to
low achievers; etc.
Repeat the exercise, with memories of very bad teachers- the 'villains'. If they focus on such
topics as corporal punishment or unprofessional behaviour, encourage them also to think
back to poor teaching, muddled explanations, uncorrected work, etc. Make it very clear they
should not mention names or other details that could identify the teachers they remember.
This is likely to be quite a powerful experience, and can be drawn on for follow-up lessons, for
example:
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•

Lists of good and bad teaching techniques, methods, approaches, behaviours etc.
can be drawn up, and later related to appropriate theories about learning or child
development.

•

Professional and unprofessional ways of behaving in school can be highlighted and
discussed.

•

If corporal punishment was mentioned, this can be used as a lead-in to a session
about how this is regulated (or not), why teachers use it, what alternative methods of
control are available, etc.

Bringing up some of these memories could be upsetting for some students and so you
should make it clear to students that they do not have to disclose more than they feel
comfortable with.

We.- hww-tluu: ~te.W"teacir.en tend to uwd.e£ tfwuseLvu oH-- tkir o~ teaclr.en
Tlt.U if ojtm su6-CIJYUWU£. By d.r~ oH--titere.- ~riM, the, stu.d.errft brU!j
tfw..u, iJri:o the, o~ P..Jtd arti.adare.- tlwu. Titb uwdeU caJt, ~be.- crif:0ue.d,
3oodpnu:c~ caJt, be.- CIJfXdP..itd U>ed uwre.- e.-x~
P..Jtd poor priUJice- caJt, be.- CIJI1£cUJU£/y twOided.

Teaching practical skills
Micro-teaching is a form of role play.

Micro-teaching
The tutor models a skill, such as asking higher-order questions, to a group of student
teachers. Each student in turn prepares their own mini-lesson and then practises the
teaching skill for five minutes or so. The other students usually role-play pupils, though the
exercise is more useful if real pupils are used. Tutor and fellow students then feed back to
the actor the strengths and weaknesses of their performance.
Here is an alternative approach, using a poor example to stimulate discussion of good
practice:

Example: Tutor playing the negative role
As an introduction to lesson openings, the tutor role-plays a teacher starting a lesson
in a clearly inappropriate way. For example, the 'teacher' rushes in, fails to greet the
pupils, drops things on the floor, writes on the chalkboard in letters too small to see,
announces the topic in difficult language with no connection to previous work, tells the
pupils to open their books before he has given them out, and so on.
The tutor then asks the students what a good teacher would do that was different, and
follows this up with a short summary of'theory' about starting a lesson.
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The element of deliberate caricature by the tutor makes people laugh, and also enables
them to criticise bad practice without hurting feelings. The method can be adapted to many
classroom skills, such as demonstrating:
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•

very bad chalkboa rd writi ng

•

handl ing discipl ine problems

•

poor questioning techniques

•

using visual aids.

This must, of course, be followed by discussion to ensure students see why these are bad,
before th ey try to do it better. Ideally, they should then move into a practical session where
they t ry t o implement the good practice, eit her through role play, micro-teaching or in a real
classroom .

T4ejare-

LM.r!Wtj to
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Mental maps
This is a creat ive visua l way of representing ideas or information and relationships bet ween
t hem . They can be very simple, or very complex. Once students understand the basic idea,
some may use them to take notes from lect ures, to summa rise books, etc. The tutor can gain
some insight into where t he stu dent teachers are starting from; the students are encouraged
to engage with the topic and refl ect on what t hey already know.
The exercise can be mot ivati ng and enjoyable.
Figure 5.1 Mental map of assessment
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Tutor demonstrates on a board or screen, and then removes it. Students work as individuals,
pairs or groups, using large paper if available, otherwise in notebooks or tiles. There is no
right or wrong way of doing it. By looking at the results, tutors get some insight into what th e
st ude nts know, for exa m ple by what words and phrases they use, how much they put down,
w hat li nks they show between ideas.

ACTIVITY
Draw a mental map about approaches to teaching and learning for teacher education, as you
see them at thi s moment. Use your own experience, and what you have learnt so far in this
chapter. If working in a group, discuss with a colleague

Independent learning

(:tow-do I loww-wltat I~s~sedto
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0

0

0
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I

It's t/te,tutor's
job to tMCiv a>.

REFLECTION
Do your student s say thi ngs like this? What else might they say? How m ight you help those
that need confidence to ga in it?
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Students often find independent learning very d ifficult and time-consuming, particularly if
they have done little of this at high school. lt is helpful to explain at the start of their college
programme what is expected and why. Tutors can then gradual ly build up students' skills and
expectations, and to help them appreciate the strengths of the new approach. Clearly, this is a
task for the whole teaching staff.

Project work
By this we mean activities in which the students have to find out something for themselves
and report on it. Projects can be school-based, library-based, or even community-based,
for example interviewing a sample of parents to find out what they think are the aims of
schooling.

®

REFLECTIO N
Give some examples that you or your colleagues have used, or that you have heard about.
Include library-based projects, school- or community-based projects, and if possible project
work set by both subject tutors and educational st udies tutors.
Project work is frequently recommended, but often students find it ha rd, and the results do
not reach a satisfactory standard. lt often works best when:
students are given train ing in the relevant ski lls

1•
•

tasks are matched to students' ability, and to the resources and time available

•

students have clear, structured guidelines on what to do, what the tutor expects, and
the criteria for success.

Skills needed. Do the students have these? How and when are they taught?
•

Library ski lls: using a catalogue, choosi ng relevant sources, interpreting contents
lists, finding internet resources, etc

•

Reading skills: skimming, taking notes, reviewing

•

Writing skills: summarising, paraphrasing, communicating ideas clearly, and avoiding
copying sections of text (plagiarism)

•

Interpretation/transformation skills: getting information from tables, diagrams, etc;
presenting their own material in tables, matrices, visuals, etc

•

Academic skills: constructing and presenting an argument, using evidence to
support statements, drawing conclusions etc.

If fieldwork is required, they also need skills such as:
•

research planning

•

data collection, for example observation, interviewing

•

researching ethically
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Resources for project work
Textbooks, reference books, photocopies of other selected texts, other students, schools, the
community, etc.

Guidelines and criteria
Students need to be given clear directions for the project about focus, methods, expected
length, timing, and assessment criteria, as exemplified below.

Example of guidelines for a school-based project
Focus: Investigate 'continuous assessment' in your practice school. We suggest you either
use one class, and look at all the subjects, or take one subject and look at how it is assessed
in all the grades.

Research questions: Formulate these clearly, for example how often are pupils assessed?
What methods are used? What information is gained from the assessment? What is done
with the information?

Methods: Col lect evidence from documents, observation and interview.
a) Documentary evidence: From the syllabus, teachers' guides, Ministry regu lations,
children's exercise books, test or exam papers, etc. Ask Principal or head of department to
help.
b) Observational evidence: Arrange with the class teacher(s) to observe a suitable
lesson. Do a practice observation first. Have a checklist of things to note, for example:
teacher's actions, pupils' actions, timing, methods of assessment, how discipline is
managed, etc.
c) Interview evidence: Interview teacher(s) soon after the lesson observed. Use semistructured questions such as:

•

What were the aims of the test/assessment activity?

•

How many times have you done it this term?

:

•

What information have you gained, from the answers, about pupils' learning?

!

•

What are you planning to do as a result?

Interview a sample of pupils in groups of three to four to find out what they think of the
assessment methods.

Report:Write up your findings (1500-2000 words). Use head ings such as: introduction,
aims, purpose of the study, research questions, methods, summary of find ings,
conclusions. Add a reflective appendix saying what you personally have learnt from doing
the project.
Hand it in to ........... ..... .. ... by .......... ..... ..... .
Help is available from .. ................. .. at these times ..... ....... ..... ... .

Assessment criteria: Marks will be awarded for wel l-organised material, a clear argument,
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conclusions based on evidence, and good presentation (accurate use of English, neatness,
diagrams and tables etc.)
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Assessment
Projects can be done by individuals or by groups. If it is a group project, the tasks must be
fairly divided within the group, so that the assessment is fair.

Oral presentation of project reports
This gives students practice in presenting complex ideas brief1y and clearly- surely one of the
most important skills for a teacher!
They can be used either formatively or summatively:

Formatively: Students present a summary of their project to the class, and receive feedbac k
from both tutor and peers wh ich they use to improve the written report which they will
produce later.

Summatively:The oral presentation is assessed as the final product. The criteria have to be
clear and agreed beforehand; it is useful to have two tutors present to avoid bias. There
must be a marking scheme and a form for making notes on how each presentation meets
the criteria.
Chapter 7 discusses more types of assessment.

___

__ __,..... ...................._,
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ACTIVITY

_

,_ ,,,.......... . ...

1. Using your experience, brainstorm the main problems to do with project work.

2. In groups, think of possible solutions in your own situation.

___

3. Draw up guidelines for a project in your own teaching area. The project can be either

_____

school- or library-based.

.........._,

,_,,_

______,_,_ _____................___

,_,_,,.............,_,.,.

..,..........

,

,

Concluding comments
In the teacher education classroom, the roles of tutor and students should, ideally, be
complementary. Both should be actively engaged. This chapter has highlighted learnercentred methods, because they are less well-understood than teacher-centred methods.
Most of these methods can be used in both ITE and CPD programmes.
In some educational systems interactive and participatory methods are uncommon,
and courses are not designed with such methods in mind. In such cases, it may
be necessary to introduce them gradually. There may not be much support from
colleagues. Students who have never experienced such methods may well be
reluctant to participate at first. The tutor will probably have to spend some time
'teaching them to learn' more actively. We believe, however, that such time is well
spent, since the students are likely to learn more and remember more. In particular,
they will have experienced a wider repertoire of methods, which they will then be
able to adapt for use with their own pupils. This may be one step towards breaking
the cycle of automatically 'teaching as they were taught' and helping teachers learn to
cope with rapidly changing schools and pupils.
With serving teachers on INSET/CPD courses, it may be easier to discuss the reasons for
trying our such methods, helping the teachers to both ref1ect on their own teaching,
and to analyse their own learning on the course. Yet it is difficult for teachers to move
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overnight from using largely didactic methods to more interactive ones. They need time
to analyse their teaching situation, experiment with new approaches, and reflect on
what went well, noting what needs improvement, what suits their own style and what
helps their pupils learn better. The tutor can help the process of change by asking them
to address a different aspect of their teaching each week or each month, and gradually
incorporate successful strategies into their repertoire of teaching skills. The ultimate aim is
to help pupils learn, rather than to use a particular style or method of teaching for its own
sake.
As we explain more fully in Chapter 8, it is important that other components of the
curriculum are revised to match the focus on improving teaching and learning. The
assessment system is particularly crucial, as the exams and tests can have a very strong effect
on teaching methods. This is discussed in Chapter 7.

®
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REFLECTION
How learner-centred can teacher education be? How useful would independent learning be
to teachers in the environment where you work?

Chapter 6

The practicum: teaching
practice and school
experience
Overview
In this chapter we look at:
•

what students can learn through practical experience, and how they learn it

•

different forms of practicum, including its use in CPD

•

how students can be supported, with particular reference to the role of the mentor

•

some possible outcomes and how they can be assessed

•

the need to integrate practical work into the rest of the curriculum

•

management of the practicum.

Introduction
The 'practicum' is an overall term for what is variously called teaching practice (TP), school
experience, practical teaching, and so on; in other words, it refers to the practical aspects of
learning to teach.
Figure 6.1 Different forms of the practicum

Weekly
school
observation

----

Block
TP

FORMS OF PRACTICUM

Schoolbased training

Internship
year

The practicum should be at the heart of the professional curriculum for teachers. Instead, it is
often added on as an extra bit of the course, like an appendix.
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Students, however, often say it was the most useful part of the programme. Properly carried
out, the practicum offers huge opportunities for the student to develop effective teaching
skills and to take on many aspects of a teacher's role. But unfortunately, this potential is not
always realised.

Two examples of student experiences
1. Muthoni is on three weeks teaching practice at Chula School. She is teaching maths
to a Grade 3 class of 80 pupils. Suddenly her college tutor arrives, unannounced. After
greeting her, he looks at her lesson plan and says: 'You have good objectives. The
opening is OK, but the development is not very good:
He then sits at the back of the class and watches for the rest of the lesson. At the end
he has ticked a number of boxes on his sheet and tells Muthoni:
'You need to use more locally made teaching and learning resources. You should
divide the children into groups. Always give the pupils some written exercises
during the lesson. Your dress is appropriate. Your voice is good, and so is your
blackboard work:
He leaves Muthoni a carbon copy of the mark sheet. In the space for'comments' he has
written: 59%- pass.
2. Sara is doing her second four-week period of teaching practice at lqra Primary School.
She is teaching English to 60 pupils in Grade 4. The class teacher, Mrs Khan, is sitting at
the back of the class. She has recently received some mentor training.
Sara observed Mrs Khan teaching English yesterday and together they planned Sara's
lesson as a follow-up. Mrs Khan explained that some children are too shy to speak
aloud and asked Sara if she could suggest any new approaches from her college
training.
Sara described how her tutor demonstrated simple pair-work exercises, where the
pupi ls
ask each other questions.The two teachers agreed Sara should try out this method.
Mrs Khan promised to take notes about the behaviour of six very quiet children, as well
as commenting on how Sara handled the class as a whole.
In the lunch break the two teachers sit down together and discuss the results. Sara
has noticed that some pupils appeared confused. Mrs Khan agrees but adds that the
motivation and attention of the class was generally high, and that the quiet children
participated better than usual. They agree Sara will try a similar exercise the next day,
giving clearer instructions and using a simpler set of questions. Mrs Khan hands Sara a
summary of her notes under the headings:
Strengths of the lesson
Aspects to work on
Sara writes a short summary in her file of what she has done, what she has learnt from
it, and what she plans to do next. This will be shown to the college supervisor at the
end of the month.
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ACTIVITY
Analyse these descriptions under the headings given in the table below:
Comparison of students' experiences on teaching practice
Sara

Muthoni

Opportunities for student teacher to learn
Feedback given to student teacher
Relationship between student teacher and supervisor
Types of assessment indicated
Comment on any other aspect that interests you

WHAT can the student teachers learn during the practicum?
Here are some possible objectives. Student teachers could:
a

apply the professional knowledge learnt in college in a practical situation

b

learn to solve problems of teaching and learning

c

plan lessons and carry them out

d

learn from their mistakes

e

work alongside more experienced teachers and copy them

f

learn things they can't learn in college such as ................. (Put in your own example)

g

learn how to work as part of a school commun ity
learn to be a change agent in a school.

h

Add your own objectives.

ACTIVITY
Rank these objectives, and any more of your own, as a line or in a diamond, in order of
importance to you and if possible discuss the ranking with others (see Figure 2.3).

_____
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HOW do student teachers learn during the practicum?
In Chapter 1 we suggested there are at least four different ways in which people learn to
teach. The practicum should provide opportunities for all of them, for example:
•

learning by watching and imitating (or deliberately doing something different)

•

learning by doing- practising, trial and error, learning from mistakes

•

gaining new ideas, fresh in sights and wider knowledge which might be applied or
adapted at some point in the future

•

reAecting on one's teaching so as to improve it: thinking analytically and critically
about what they have seen and done, with the help of others such as peers, mentors,
tutors.
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All types of practicum can be evaluated against these four types of learning to see how far
such opportunities are available and utilised.

Different forms of practicum
Many different methods have been used to provide practical experience, some short, some
long. Sometimes the methods are dictated by circumstances, such as costs, the availability or
not of suitable schools nearby and so on; at other times it seems thatTP is done this way just
because it has always been done this way!
Here is a list of some typical approaches; there can be many variations on each. Of course, the
success of any method depends on the quality of the school, on the skills of the supervisor
and/or mentor, and on the way that practice is linked into the overall teacher education
programme.

Observational visits
Students, in groups, pairs, or individually, visit a nearby school for a day, or half a day, and
observe classes in action. This is usually done early in the programme, before the first
teaching practice.

Strengths: lt gives student teachers some fresh images of teaching to discuss in class and to
think about.
If focused observation is carried out important issues can be raised, relating to curriculum,
learning theory, pedagogy, etc. Sometimes students have a project to carry out, such as a
child study to help them understand child development.

Serial teaching practice
Students spend a day each week, for the whole term, teaching in a nearby school. This is
often done when the college has a demonstration school attached to it.

Strengths: Students get a gradual introduction to teaching.
They are reminded regularly what a real classroom is like.
They can build up their skills and understanding from week to week, perhaps teaching
groups of pupils before working with a whole class.
If tutors and the school(s) work together, college lessons can be linked to the students'
on-going experiences in school.

Block teaching practice
Students spend a number of weeks- from two up to a whole term- in one school.

Strengths:Students become familiar with the school and the pupils so they can adjust their
teaching appropriately. Teaching is seen to be about building relationships with pupils and
other teachers, not only as a set of skills.
There is time to develop a broader knowledge of teachi ng, including writing schemes of
work, assessing pupils, etc; the longer the block, the more responsibilities the student can
take on.
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If the college curriculum is organised appropriately, students can relate their subsequent
courses to the experiences they had in schools.
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Internship
Students are employed as teachers in the school, perhaps on a reduced timetable, for a wh ole
term or whole year. This may be in the midd le of the programme, o r at the end.

Strengths:They learn to take on almost all the usual teacher's roles, but they are still being
supervised, either from w ithin the school or externally, so they have some support.
They can watch their pupils' learning develop over time, and thus see how successful t heir own
teaching is. They also experience the school's relationships with parents and the community.

School-based teacher education
The students are attached permanently to one school for the duration of the programme,
while studying by distance methods. Usually they are released for blocks of study t ime at
a college- anything from an afternoon a week to three months- or they may be requ ired
to take weekend or vacation courses. Sometimes the school does all the training and
assessment, using experienced and/or specially trained teachers from within the school.
Normally this will be moderated by an external body such as a university department of
education (UDE).
There is one key variation to be noted. In some programmes, the student is employed as a
teacher, and often carries a nearly full teaching load. (See case study of MIITEP in Chapter 10.)
In others, the student is a 'supernumerary' i.e. unpaid, and takes on the teaching role g rad ually,
first observing, then working with other teachers, before finally ta king over a class.

Strengths: Student teachers learn by doing; practice takes precedent over theory.
They are inducted into the full teaching role, and come to understand all aspects of school
life, before they graduate.
There is room for experimentation; mistakes can be rectified during t he course.
If supernumerary, the student has a gentle start to teaching and has t ime to observe a
number of different teachers.

______

- - -·····"'"""'"'""'"-·---···-··'"'""""""'"'"-----···"-""""""""'"""'

ACT IVITY

,_,,.,_,,_,_
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1. Add any other 'strengths' to the above list. List the 'weaknesses' of each approach.
2. Choose one of the above (or any other form of teaching practicum you are fam iliar with).

____ ____ ___

How far does it encourage the four kinds of learning set out above?
- - - " " " """""'""''""_"_"

,_,_,_,

,

,

The practicum and CPD for teachers
In CPD there is no need to organise much school experience beca use the teachers have thi s
as part of their regular work. This day-to-day experience can be used by CPD tutors in two
main ways. One is to broaden teachers' experience by arranging fo r them to see others teach,
and the second is to help teachers to improve by reflecting on their own teaching.
Here are some ways in which these two approaches can be used, separately and together.
•

Organise activities that encourage teachers to reflect on their work in schools and plan
how they would implement things they are learning on the course.
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•

Video teachers working in local schools to show how new methods can be
implemented. Watch the video during a session with a 'watching focus; such as noting
down the ways the teacher uses songs in the lesson. Follow this up with discussion,
such as sharing similar successful experiences.

•

Give teachers the opportunity to try out new methods with support through various
forms of micro-teaching. Pairs of teachers can try out an aspect of teaching (for
example giving individual support with early reading) with one or more children. After
the children have left, the teachers give each other feedback about the good points
and points for improvement in their partner's teaching.

•.

,
•

®

Observe and discuss 'demonstration' lessons together.
Hold the various sessions of a course after school in a different local school each week
or month. Part of the session could be allocated to the 'host' teacher explaining how
they have implemented what they have learnt so far on the course.

1

Workshops can be linked into other opportunities for teacher development such as
cluster meetings, peer-coaching and visits from advisors.

REFLECTIO N
Which of the four types of learning to teach (observing, practising, studying, reflecting, see
Chapter 1) might take place in the above examples?

Support for the student teacher
The key question is, of course, what kind of learning actually takes place, and if so, what
factors help make it happen. The amount and form of support is crucial, in both ITE and CPD
programmes. In some circumstances student teachers are left virtually on their own. They
on ly get brief and infrequent visits from the college tutors, and these are often focused on
assessment rather than support. In other places the class teacher, or a co-operating teacher
may be able and wil ling to give advice. However, the process becomes much more effective
if an experienced teacher is trained to act as mentor to guide, support and challenge the
student teacher. Teachers on in-service courses need similar support. We shall now look at
ways of supervising and mentoring.

Supervision
The term supervision really means 'looking from above: lt implies an unequal relationship of
a rather impersonal kind: a 'more highly qualified' person watching a 'less qualified person' to
ensure they 'do it right: Supervision is often used in teacher education to describe the process
by which college tutors visit their students in schools to observe and assess. Many tutors also
see themselves as 'helping' their students, but they cannot do very much on short, infrequent
visits. In addition, their assessment role may conflict with the support role.

REFLECTIO N
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If you have been involved in supervising students on teaching practice, note down how
you feel your visits help the development of the student teachers. Are there any aspects of
learning to teach that you are unable to help them with?
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Clinical supervision
In order to ease this conflict, the concept of'clinical supervision' was introduced into
some teacher education systems. lt was an attempt to move away from a hierarchical
relationship between tutor and teacher and to be systematic and developmental rather than
judgemental. The key features are that the 'supervisor' and teacher work through an agreed
sequence of stages, and that each person takes a share of the responsibilities. At its most
basic, the method involves:
•

a pre-observation meeting at which both parties agree what the supervisor will look at,
how this will be done, and what they expect to come out of it

•

observation of teacher by supervisor

•

a post-observation debriefing and discussion.

This has been adapted in some countries as a model for pre-service teacher education.
However, it is sometimes considered more appropriate for CPD, where the teacher has more
experience and where assessment is not so important.

®

REFLECTION
Consider the strengths and weaknesses of clinical supervision a) for ITE, b) for CPD.

Mentoring
The term 'mentoring' implies a more personal and supportive role. While the mentor may
be older, and certainly more experienced, they are not necessarily 'looking down on' the
student teacher they are mentoring. They are expected to give advice and guidance, and
act as a 'critical friend: The relationship is more like one between colleagues.
In teacher education in many countries there is a strong trend towards using experienced
teachers in schools as mentors for student teachers, and sometimes for newly qualified
teachers (NQTs) in their first year. One main advantage, of course, is that the mentor is in the
school and can work with the student teacher on a regular basis.
A mentor's role includes the following:

•

Modelling: Demonstrating ski lls, showing good practice. The mentor should be an
experienced and confident teacher who can be a good role model.

•

Tutoring : Explaining, sharing their knowledge and experience, giving direction where
needed, and helping the student teacher achieve the desired outcomes (in terms of
standards, competences, skills, etc). This may be harder than it sounds: good teachers
often 'know more than they can say' and may find it difficult to explain to a novice
skills that have become second nature to them- such as keeping track of everything
going on in a classroom, or timing a lesson.

•

Giving feedback: As part of formative assessment. The mentor needs good
communication skills, and the ability to offer the appropriate mix of praise and
constructive criticism.

•

Supporting: Active listening and counselling in times of difficulty. The personal
element is very important; the mentor needs interpersonal skills and a genuine desire
to help a young colleague succeed .
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The mentor may also be involved in summative assessment (see Chapter 7) of the student
teacher, which can at times cause a tension in the relationship. For example, a student teacher
might not want to ask advice on their problems if they know the mentor is assessing them as
well as advising them.

How the mentor assists learning
One way of describing the process is to adapt Kolb's experiential learning cycle, described in
Chapter 4. Applied to the practicum, it might look like this:

1. Student teaches a lesson; the mentor observes.
2. Student and mentor both comment on what they th ink actually happened, and discuss
what went wel l, what went badly.

3. Mentor helps student to relate what he or she has just done- both strong and weak
aspects- to some wider framework. On a simple level, this m ight be how it fitted into the
scheme of work, what was the evidence for pupils' learning, why the class behaved as it
did. On a deeper level, they might talk about chi ld development or learning theory that
could be applied to the lesson.

4. Mentor helps student plan the next lesson or series of lessons, agreeing what skills to
practise, what targets to aim for, or what alternative strategies to try out.
Here the mentor is 'scaffolding' the student teacher's development. The mentor begins by
finding out where the student is starting from- what they know, what they can do and what
they find difficult. The mentor then provides some input, such as a demonstration, some
information, or a piece of advice, which the student is able to use and try out. In Vygotsky's
(1978) language, the mentor works within the student's zone of proximal development
(ZPD) to help them to do something they could not- yet- do on their own. The story of
Grace (p. 37) is an example of what a good mentor might do.
Initially, this takes up a lot of the mentor's time. But gradually the students become more
independent of the mentor and can take themselves through such cycles w ith less outside
support. After some practice, two students could carry out peer observation and support
each other in this way.
Such processes are also common in CPD, when experienced teachers observe and comment
on each others' lessons. This is sometimes called peer counselling, or peer tutoring
All mentors should be given training for this complex job, and to be rewarded in some
way. Practices differ in different places and education systems. Sometimes mentors are paid
extra. Sometimes t hey get a lighter teaching load -that is, they teach fewer lessons
in exchange for the time spent on mentoring. Sometimes they take on the work
because they want the experience; it looks good on the application form for a more
senior job. Many feel rewarded by the satisfaction of helping to prepare new teachers.
Sometimes it can help them gain access to further training, or to move to working in
a college.
·-----·--"-'"'""'"'""""""-···---·-"""""'"""'""""""""""'-'"'-·----·~···"'"""'""'""""""'-"""'_'_"

REFLECTION

__

,_,...........~·~···..-·---·-"-""'-"""'""""""""'"

Describe your ideal mentor in broad terms. Then select the three things you think it most
important for a mentor to know or be able to do. If possible, compare your list with a
colleague. lt might help to think about the kind of person who most helped you when you
started a new job, perhaps as a teacher, or as a teacher educator.

80

THE PRACTICUM: TEACHING PRACTICE AND SCHOOL EXPERIENCE

~'\ Case Study:

~ Mentori ng in Zimbabwe

(

Summarised from: Mentoring and the Professional
Deve!opmen t ofPre-service Prim a ry Teacher Training
Students of Masvingo Teachers' College, Zimbabwe:
a case study by Sharayi Chakanyuka, unpublished
PhD thesis, University of Sussex, 2002.

Context: At the time of the research, all primary
student teachers were placed in schools for the
whole of the second year of their three-year
diploma course. Each student was attached to
an experienced teacher who acted as mentor;
typically they shared a class, the teacher
demonstrating lessons and then observing the
student teaching. Mentors guided the student
in acquiring 'such skills as lesson planning,
teaching skills, lesson delivery, teach ing
approaches and methods, class control and
documentation~ (p. 136)
College tutors visited the students to observe
students and talk to mentors once or twice
each term. The tutors retained responsibility for
assessing students.

Findings:The study concludes that mentoring
was effective overall. The positive effects were:
•

Students were introduced gradually
to practical teaching in a supportive
environment.

•

Almost all students had clearly benefited
from working alongside their mentor.

•

Most mentors found the work stimulating
and felt they had gained new ideas and
knowledge from the students.

The weaknesses included:
•

Occasional exploitation of student teachers,
for example when the mentors left them to
do all the teaching.

•

Mentors were not trained and not all had
the required skills.

•

There was no written curriculum forTP and
so there was no overall agreement on what
the students should learn and achieve
within the year.

The findings suggest that students learnt mainly
from observation, imitation and practice. There
was little evidence that they were helped to
reflect or to explore new ideas about education.
Mentor training would help mentors to support
these other types of learning.
One interesting finding was a cultural difference
between relationships that the Zimbabweans felt
comfortable with, and those advocated by some
Western literature on mentoring. The majority
of student teachers described their relationship
with their mentor in terms of parent/child roles.
At best, this enabled students to develop in a
nurturing atmosphere; at worst, the mentors
were over-protective, or too directional, denying
students opportunities to experiment. Other
students described the relationships as those
between siblings or friends, but only one pair
seemed to have developed the kind of collegial
and democratic relationship shown in example
2 at the start of this chapter. 'All the mentors
preferred hierarchical relationships in which they
were accorded respect for their role as teacher
trainers: (p. 280)
Chakanyuka comments that 'respect for elders
and authority is a hallmark of African culture in
general' and that it should not be lost. However,
mentors should value a degree of assertiveness in
students, while students should be encouraged
to put forward their own ideas and develop their
own styles. She concludes:
It would appear that student teachers developed
their full potential when they (a) accepted and
utilised their mentor's advice and guidance and
(b) were allowed the freedom to try out new ideas
and methods of teaching. The second condition
ensured that student teachers developed into
individual teachers and not duplicates of their
mentors .... [they were] able to reflect on their
mentors' advice and adopt what they found
workable. (p. 158)
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REFLECTIO N
1. How might aspects of your own cultural context affect the mentoring relationship?
2. How might college tutors feel if mentors took over some parts of their role in this way?
.................,

---·

Variations on mentoring
The ideas underlying mentoring can be used in simpler ways, even if a ful l-scale system
cannot be introduced. For example, a college could:
•

select two or three nearby schools and train the teachers in mentoring skills

•

send students there in small groups, a week at a time, throug hout the year, in addition
to their longer TP in less well-supported situations.

Mentoring is also often used to support newly qualified teachers, and teacher educators, in
their first jobs.

®

RE FL ECTIO N
Think of ways in which mentoring could be used in your context.

----··-...- -- ··---....

..

Outcomes of the practicum
The desired outcomes of the practicum will, of course, differ in different contexts and for
different programmes. But to some degree, we would expect student teachers to:

I•

develop confidence, so they can 'act as a teacher' and to some extent'feellike a teacher'

•

acquire some basic skills: teaching subjects, organising classrooms, handling pupils

•

acquire a store of'experiential knowledge' and a 'repertoire of cases' on which they can
draw to help them solve problems more easi ly in future

•

develop the beginnings of'personal theories; including an ability to evaluate their own
teaching, and a willingness to develop further on their own.

In CPD courses, the outcomes may be focused on just one or two aspects of teaching, such as
introducing new methods, or on improving assessment techniques.
There can also be unplanned, or undesirable, outcomes. In a bad scenario, they might have:
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•

developed coping skil ls and learnt to survive in the classroom, but lost their
enthusiasm

•

learnt some ineffective teaching methods, picked up from other teachers

•

acquired a sense of false confidence, that they now know it all; alternatively, a fear
of doing it wrong, because they believe there is only one rig ht way to teach and are
unable to learn by trial and error

•

rejected all educational theory, because they found they cou ldn't apply the theory they
had learnt to real classrooms.
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REFLECTION
Which of the above have you experienced with your own students? Have you noticed any
other outcomes, good or bad?
..··"'"""""'""""'""'_"
,_,..,_....................,....
,
,_,_,.......................
,__,,.........................
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Assessment
Assessment must be linked to outcomes. Before we assess, we need to be clear about what
we expect the student teachers to be able to do, and at what level or standard they can do it.
This is ful ly discussed in Chapter 7; here is a brief summary.

Measuring skills or assessing a performance?
There are many ways of evaluating the results of the practicum. Here are two
contrasting ones:

1. A number of skil ls and/or behaviours expected of a good teacher are defined,
and set out as a checklist. Examples might be: making a lesson plan, introducing
the lesson, asking questions of equal numbers of boys and girls, controlling
pupils, using appropriate resources, being punctual, dressing appropriately, etc.
The observer then gives a mark- typically between 1 and 4- for each skill!
behaviour and adds them up. The student then receives a mark, often expressed
in percentage terms, for each lesson, and these are added together for the final
mark.

2. A series of broad competences are set out, such as:
•

demonstrating knowledge of content and pedagogy

•

managing student behaviour

•

communicating clearly and accurately

•

reflecting on teaching.

For each, there is a series of statements describing how a teacher might perform these
competences at different levels (typically from 1 -unsatisfactory to 4- excellent). The
observer is trained to use their professional judgement to assess which level the student
teacher has reached. When these results are combined, the verdict is not a mark but a
statement such as Pass, Fail, or Distinction. lt may include a profile of the student, outlining
their strengths and advising which competences they still need to work on, perhaps during
their induction year.

------"" " "'""""""···- ---..........REFLECTION

_____ ____

- - - - - - - · -"""""""""""'

,
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1. Which type of assessment described above would probably result from a behaviourist
understanding of learning to teach and which might be found in a teacher education
programme based on constructivist or humanist ideas?

2. Which is closest to the kinds of assessment used forTP or CPD in your institution 7
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Who does the assessment?
Traditionally student teachers were assessed by college tutors, supervisors, inspectors and
so on. However, in countries where serving teachers have good professional training, it is
increasingly common for the school to help assess the student teachers, either on their own
or in partnership with the outsiders.
One reason for this is that senior teachers, mentors and head teachers are already in schools
and can observe the student teachers far more often than the outsider, w ho can perhaps only
visit two or three times. The school-based assessors can build up a much more detailed and
probably fairer picture of the students' strengths and weaknesses, especially if there is a long
teaching practice or internship. At the end they wil l b.e able to give overall judgements such as:

-=

I

This teacher works hard, achieved good results with pupils, has reflected
on their own practice and is developing into a good teacher. PASS
\

I
This teacher has been unreliable and their pupils have not made
progress. FAIL

®

REFLECTI ON
What disadvantages might there be in using school-based assessors? How could these be
overcome where you work?

Integrating the practicum into the curriculum
The content and theoretical knowledge taught in the col lege or university has to be well
integrated w ith the opportunities for practical learning in schools. Often not enough thought
is given to this w hen developing the curriculum.
Here are some questions that tutors or curriculum planners need to ask themselves:
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•

Does the sequence of topics dealt with in Educational Foundations or Professional
Stud ies take into account the timing of teaching practice (TP)? What w ill student
teachers need to know before they go to schools, what is best left until afterwards?

•

How will the students' learning experiences on TP be utilised in the post-TP classes? In
subject courses, is time set aside for analysing the problems student s found in teaching
certain topics in the syllabus?

•

Are assignments set which use the TP experience? These could incl ude tasks done
during TP, such as mini-research projects carried out in students' classes, or reflective
essays w ritten later, analysing the teaching problems found, and suggesting strategies
for overcoming them.

•

In a school-based programme, or mixed mode programme, are study units organised
so that student teachers can observe, or teach, something related to the topic they are
studying? Do their assignments use these opportunities?
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REFLECTIO N
Choose a programme you are familiar with and think how the above questions might be
answered .

Integration between school and college
From a learning to teach point of view, the ideal situation would be one where student
teachers moved frequently between college and school.
Such a programme would need:
•

enough schools within the local area, with a good transport system

•

alternatively, a few 'professional development' or 'demonstration' schools, used for teacher
education purposes

•

close collaboration between school and college/university so each knows what the
other is going to be doing/teaching

•

agreement between the partners about what is good teaching

•

CPD for school staff so they can take some responsibility for organising and supervising
or mentoring.

However, even in situations which are not ideal, there are many ways in which tutors can
work with students in the college to prepare them for TP and to help them to make use of the
experience afterwards.
Some of the methods described in Chapter 5 can be adapted. Here is just one more example
(from Woodward 1992).

Questions round the circle
Ask a general question such as:'What will you do/did you do when children are/were noisy?'
Each student in turn gives one answer and the others ask them brief questions about it. After
this the next student gives their answer, is questioned, and so on round the circle.

Sltarbtj probfeH.u tUUi iM.M ~ suclt, ways
eiUAJUYP.jU fW" feanW1j1
proble#vsotvirrj, tUUi self eo~
St~teacken needto louJurtlw:they
ar~ Mt tWJfte.. ~th.eir ~·

Activities such as this take time and work best with small groups. lt may be possible to select
some able and self-confident students and prepare them as leaders. First, as a group, they
demonstrate the activity to all the students. Then they facilitate other smaller groups in
doing the exercise.

Management of the practicum
For a practicum to be effective in helping ITE students to learn to teach, all those involved
need to work together:
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•

the student teacher

•

the placement school

•

the mentor/co-operating teacher

•

the teacher education college.

However enthusiastic the student teachers, how ever motivated the mentors, however
dedicated the tutors- the practicum has to be w ell organised and w ell administered. The
whole exercise has to take place within an agreed vision of good teaching and how to
evaluate it. For these aspects, the college or university must take responsibility.
Figure 6.2 Collaboration for the practicum

VISION

VI

0

:I:
w

....

VALUES

The practicum is likely to work best when:

Student teachers:
•

are ready to make the best of their opportu nities

•

take the practicum seriously

•

ask for help when they need it

•

listen carefully to advice when offered, but take responsibility for making their ow n
judgements.

Mentors:
•
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are willing to take on a teaching and support role for students

•

undergo training for this

•

take responsibility fo r one or two students at a time.

THE PRACTICUM: TEACHING PRACTICE AND SCHOOL EXPERIENCE

The schools:

I•

allocate a mentor for each student teacher, but also take collective responsibility for
the student teachers i.e. all teachers being ready to offer help if needed

I•

are welcoming; organise induction/orientation; provide information and as many
resources as they can

•

play a part in assessment.

The college or university department:
•

takes overall responsibility for managing the practicum, including mentor training

•

creates or negotiates the vision of good teaching and sets the standards, in
partnership with government authorities as appropriate

•

works in partnership with the schools

•

provides clear written guidelines for everyone

•

takes the main responsibility for assessment but shares this with the schools where
possible.

REFLECTION
Are there any points listed here that would not be appropriate in your situation? Why not?
What responsibilities would you add to the list?

Constraints on the practicum
Providing suitable practical teaching experience is one of the most challenging aspects of a
teacher education programme anywhere in the world. The difficulties are often even greater
in developing countries. Here are some of the problems often mentioned:

•

Lack of time in the programme

•

Distance between schools and the college, causing transport and accommodation
problems

•

Poorly resourced schools

•

Over-stretched, inexperienced and sometimes uncooperative teachers

•

Logistical difficulties in sending tutors to supervise/assess

•

Students with too many family responsibil ities and insufficient support

•

College tutors and school teachers giving different advice to student teachers

•

Costs: to the students, the school, and college and the education system generally

REFLECTION
1. Which of these problems have you encountered7
2. What solutions can you suggest to any of the constraints7
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Concluding comments
Learning to teach is a developmental process. The campus-based parts of teacher education
programmes are useful, but they are not sufficient for developing a teacher's ability. Learning
to teach, or learning new teaching skills, mainly takes place during the practicum. Student
teachers have to build up their skills and experience gradually, over a period. The practicum,
in whatever form, has to allow time and space for this, as well as appropriate support for each
stage. For this to be successful, a number of factors need to be put into place and organised,
as described brief1y in this chapter. Key issues are the kinds of support given in the school,
and opportunities to link the practical work to the wider issues discussed in college.
The proportion of time which student teachers on ITE courses should spend in schools,
rather than on campus, is a much-debated issue. At the start of the 21st century, there was a
widespread trend towards making practical training a much more important part of teacher
development generally, both in ITE and CPD.In some countries, teacher education was being
carried out almost entirely by and in schools, using specialist staff and mentors. Chapter 8
looks at different ways of structuring ITE programmes to include different amounts of school
experience.
Teaching is now increasingly recognised as a career in which lifelong learning is needed.
Therefore designers of CPD for teachers also need to plan how serving teachers can best use
their experiences in schools to develop their expertise.
To administer a good programme of practical experience does cost money. If student
teachers are supervised from the college, it can cost a lot to send out tutors on regular visits.
If students are deployed as extra teachers, as in Zimbabwe, the government is paying for extra
teachers (albeit at a student rate). If mentors are used, they need training and some
non-teaching time to carry out their role.

®
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REFLECTION
Think of a school system that you know. What do you think is the best use of scarce resources
to ensure that student teachers get the kind of opportunities to practise teaching described
in this chapter?

Chapter 7

Assessing teacher
learning
Overview
This chapter discusses issues and concepts of assessment under the following headings:
•

Purposes of assessment in teacher education

•

The use of continuous assessment in teacher education assessment

•

The importance of context in assessing teaching

•

Competency-based practices in teacher education assessment

•

Assessing reflection in teaching.

The final section puts forward a framework for thinking about assessing teacher development
throughout teachers' careers.

Introduction
Assessment used in teacher education should, in principle, be linked to the aims of
the programme, whether this is in initial teacher education or continuing professional
development. lt should also contribute to the kind of teacher we want to produce. If we take
the three models of teacher education outlined in Chapter 1, we might expect that:
•

In the craft model, practical skills will be tested, probably based on observing teacher
behaviour.

•

In the applied science model, formal knowledge will be emphasised, probably tested
through examinations.

•

In the reflective practitioner model, the focus will be assessing how teachers think
through what they know, what they have observed and what they do under different
conditions and contexts of teaching and learning.

This chapter looks at some of the general issues underlying the assessment of teachers
and teaching, whichever model is adopted. Some of what is said applies mainly to the
college-based components, such as in the section on continuous assessment. But the same
principles should be applied to the more difficult area of assessing practical teaching. The
section on competencies is particularly relevant to this.
The focus is mainly on assessment in ITE programmes. Here the methods of assessment are
important, because a teaching licence or certificate depends on the results. In CPD, courses
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are not always formally assessed. For example, teachers at INSET workshops may only get a
certificate of attendance. However, increasingly CPD is recogn ised as just as important as initial
teacher education. lt is likely that in future more CPD courses wi ll carry awards- certificates,
diplomas or degrees- which can help teachers get promotion or salary increases. In such
cases, assessment methods become very important. CPD programmes allow the use of some
interesting and innovative methods of assessment, some of which we discuss below.
At the end of this chapter we hope that you will have developed the following
understandings about assessment in teacher education.

®

•

Assessment in teacher education should be guided by programme aims and
objectives. In teacher education, assessment should foster what we want prospective
teachers to do and to be in real classrooms.

•

Testing subject content and pedagogical knowledge only provides insights into what
theoretical knowledge students have developed in training. Such tests, however, are
unable to show how prospective teachers will actually behave in real classrooms. For
that we need to assess practica l teaching. Only this will tell us how far student teachers
can adapt theoretical knowledge in response to various teaching situations and
engage in reflective practice.

•

Finally, a teacher education assessment scheme should include strategies for assessing
and recording what student teachers are learning, and how they are progressing
towards the expected outcomes of tra ining.

REFLECTION
Think about what you do when you assess your students. Wh ich of these aims best describes
why you assess students?
a) For adm inistrative purposes
b) To motivate students
c) For future employers' information
d) To provide information to students about what they can do

Purposes of assessment in teacher education
Educationists often divide assessment into two aspects: formative and summative.

Summative assessment summarises a student's achievements. lt is used at the end of a
course, programme or stage of training. Typically it is a final mark, a grade, or a statement,
such as Pass/Fail/Distinction. Summative assessment can therefore be described as
assessment OF learning (AOL).
Traditional ly, summative assessment has been used to provide 'a snapshot judgement about
what a pupil can do at a particular time' (Weeden, et al. 2002). Such assessments make
judgements about what students have achieved overall in order to award a certificate, or for
selection into the next level of education or training. Appl ied to teacher education, this usual ly
means assessing how far student teachers have acquired certain basic knowledge and skills
about teaching, or the extent to which they can apply what they know in classroom teaching.

Formative assessment, on the other hand, aims to improve a student's future learning. lt tells
90

students how they are progressing and shows them how they could do better. Formative
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assessment is aimed at improving learning and can be described as assessment FOR

learning (AFL).
Harlen (2006) sets out seven principles against wh ich to check whether a particular
assessment practice or scheme promotes AFL:
•

Does it focus on how students learn?

•

Is it sensitive and constructive?

•

Does it foster motivation?

•

Does it promote understanding of goals and criteria?

•

Does it help learners to know how to improve?

•

Does it develop the capacity for self-assessment?

•

Does it recognise all educational achievements?

_____

____ ___

,_,,.,,.,,,,.,_,_,

___,

,,,............,,

,,_,..................

_____ ___

,

,_,

REFLECTIO N
Which of your own assessment practices satisfy Harlen's principles and which do not? Give a
specific example for each one for which your answer is yes.
Another aspect of formative assessment is that it shows how well a student is doing in
relation to what he or she is expected to understand or do. Before assessing, it is important
to know what standards the student should reach and what qualities we expect of a good
teacher. We can explain to students how they can reach these standards and design our
assessment so as to point them in that direction. Basically, then, formative assessment
provides information (feedback) to students about how their current levels of achievement or
performance compare with the expected level.
Thus, formative assessment is a way of scaffolding students' professional development. This
means we should define learning outcomes as clearly as possible, even if these include
complex professional skills. lt also means we should find out what previous knowledge
students bring into training and assess how far they progress from that point during the
programme. This is particularly important when running CPD courses for serving teachers.
Another important goal of formative assessment is that it should 'lead teachers to think about
their teaching in different ways' (Black and William 2006). When tutors see what problems
their students are having, they may ref1ect on their own teaching. They can then adapt their
lectures, seminars and methods of supervision to help the students make better progress.

® ~~~~::~==~=r_e_s=~~i::=:;
2. What 'standards' do you expect a student teacher to have achieved by the time they
qualify? Where have these 'standards' come from? For example, are they openly stated in
your teacher education programme?

3. How have you tried to help students progress towards the expected goals of the
programme?

___ ____ __ ·-·---·- _____

________ .._,_

4. How might standards for a CPD course differ from those for an ITE programme?
,_,_""""""'"""""""'"
,,
.. ..
..··--""'"""""_"
.,__,
~
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Providing feedback in formative assessment
Feedback is a key part of formative assessment. Feedback helps students to make sense
of their own progress, particu larly in the early stages of a course. The way tutors report
the results of assessment to students determines the extent to which they can use the
feedback information for maximum benefit. Of course, feedback cou ld also come from
fellow students or even from the students themselves reflecting on their performance.

REFLECTION
1. Which of these forms of reporting results wou ld best help students make
progress: marks; grades; certificates; percentages; written comments; verbal
comments?

2. Think about the meaning of reflective practice (see Chapter 12 for more details).
What aspects of reflecting on professional practice are similar to formative
assessment?

__ ____

- - - · · - ····-···"""""""""''""-·--·-"""""""""""""""'"""-""
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___
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____
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..................
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Frequent feedback helps students gain confidence in learning. lt can improve their ability
to assess the progress of their own learning and become less dependent on the tutor. In
teacher education, we should expect student teachers to reach a point where they are
constantly assessing their own progress in relation to expected learning outcomes. This way
they develop the ability to use insights gained from such 'self-regulated feedback' to improve
future practice (see Chapters 4 and 5 on independent learning). Such assessment promotes
the idea that we should continually develop our teaching skills and knowledge throug hout
our careers.
Pasch (1995) presents three ways of embedding developmental principles into teacher
education:
First, teacher educators should make it clea r to students that the heart of their job as
teachers is to help pupils to learn and to achieve. Tutors must be continually assessing
how far students understand this key point.
Second, teacher educators shou ld remember that the students are adult learners
developing their own abilities to process and apply knowledge independently.
Therefore, tutors should find ways of providing for that development and monitor
whether it is occurring. This is similar to providing scaffolds for students' professional
learning and development.
•

Thirdly, teacher educators should introduce assessments which al low for important
ideas about teaching to be revisited in new forms as students gain deeper
understandings of teaching.

REFLECTION
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Think back to important lessons you have learnt as an education professional. Try to
identify examples of where you received feedbac k, either informally or as part of formative
assessment. How did this help your learning?
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The role of continuous assessment {CA} in
teacher education
At the end of many initial teacher education programmes, students take formal examinations, the
results of which are used to determine who qualifies to teach. These certification examinations
often include both a theory and practical element. Sometimes, a college-based continuous
assessment component contributes to the final overall college score the student receives.
Continuous assessment (CA) is not a method of assessment but can be described as a
process of assessing students during the teaching and learning cycle. Sometimes it is
simply an informal teacher assessment of student learning. In this case, the purpose is not
to generate a score or mark, but to provide a brief description about how well a student is
doing in relation to some learning outcome; it is formative assessment. At other times, w hen
we combine scores from a series of classroom tests and assignments with final exam ination
scores, it becomes summative. lt is a way of taking into account other learning outcomes (for
example problem-solving ability; practical and mechanical skills; resourcefulness etc.), before
reaching a fina l (summative) judgement on the student. Done wel l, the process of assessi ng
continuously allows students the chance to improve and make progress towards their
learning goals. CA also supports the idea that learning to teach is a process which develops
over time and benefits from regular feedback.
According to Taylor (1997), if continuous assessment is to provide information about what
progress and achievement a student has made in the course of their learning, the tasks used
must exhibit these characteristics:

•

Assessment tasks (tests, assignments or projects) should demand much more than
information about theoretical knowledge. For example, when student teachers w rite
an essay on Piaget's stages of child development, this does not show what they will do
when faced with children with different learning characteristics and needs. How ever,
if we ask them to write about a specific environment of learning for individua l
chi lc:iren with certain defined characteristics, then their answers can provide valuable
information about their progress towards effective classroom practice.

•

The tasks should encourage students to develop problem-solving skills. For example,
a test might require students to evaluate and recommend appropriate strategies fo r
dealing with a child's misconceptions (for example work which shows consistent
errors in spelling, or adding two digit numbers). Such a task has the potentia l to
develop problem-solving skil ls in teaching. lt also encourages reflective thinking.

•

Tasks should be structured to encourage more than one acceptable answer.
Students w ill have to produce arguments to support particular teaching decisions and
choices, instead of simply recalling prescriptive information about teaching methods.

ACT IVITY
Critiquing assessment items
The box shows some examples of teacher education examination questions used in
certification examinations in a sub-Saharan African country.
Review these questions in the box in the light ofTaylor's criteria. Which questions are likely to
encourage critical reflection on practice, and which are not, and why?
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1. Explain how you would use the following resources for effective teaching:
a) A building under construction
b) A vegetable and flower garden

2. Why do children forget what we teach them? How can a teacher minimise forgetting
and maximise retention among his or her pupils?

3. List any three things that should gain the attention of the teacher when he or she is
preparing to teach.

4. A child has learnt that the number'3' is greater than the number '2; but she does not
understand why in the number'23'the value of the digit'2' is greater than that of the
Explain briefly how you would help this child using concrete materials.

digit'3~

5. Write a summary on the topic 'Practical Work~ Your summary should be on the
following:
a) meaning of practical work
b) types of practical work usually done when teaching/learning science
c) scientific skills which can be acquired by pupils when they are involved in doing
practical work.

The importance of context in teacher
education assessment
Many teacher education examination items are stripped of important background
information such as teachi ng contexts and pupil characteristics, both of which influence
teaching decisions and their outcomes. Yet when good teachers make decisions about how
to teach a topic well, they take all these into account they have to consider the state of the
classroom, the learning resources available, the pupils' social environment, their previous
learning experiences and so on.
Therefore, in assessing student teachers we need to make judgements about how far their
decisions or responses take into account the teaching context and the needs of individual
children- whether they have provided appropriate tasks; whether they have considered
what'concrete'teaching materials to use, etc. As Darling-Hammond, Wise and Klein point out:
Efforts to measure teaching knowledge without reference to contextual factors and multiple bodies of
knowledge that must guide teaching decisions fail to capture the essence of pedagogy while threatening
to undermine effective teacher preparation. Furthermore, the traditional approach to teacher testing,
which separates tests of subject matter from tests of pedagogical knowledge, is also inadequate. The
interrelations between subject-matter knowledge and knowledge of learners and pedagogy make it
virtually impossible to think meaningfully about teaching and content without considering learners
and context ... Ultimately, the profession must develop strategies for assessing teaching that allow for
contextualised evaluations of teacher judgement and skill.
Darling-Hammond, Wise and Klein 1999:57
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Therefore, it is important to choose assessment strategies which include evaluation of
teaching context and the pedagogical choices that teachers make in relation to that
context.
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For example, a written assessment task can pose a challenging complex problem that
requires thoughtful responses. The item might describe a specific teaching situation and
ask the student to discuss a teaching approach or solve an instructional problem. They
m ight have to outline the steps necessary to achieve the goal or solve the problem. (Some
examples are given later in the chapter under'assessing reflection'.)
Assessing such high level pedagogic skills is d ifficult. Simple marks or percentages do not do
justice to the task. One way is to think of such skil ls as part of teacher's 'competence' and to
use criteria which describe different 'levels of performance: When setting appropriate levels,
we can think of how a novice or young teacher might perform, and set this as the lowest
end of the scale, and then think of what an experienced teacher m ig ht do, and set that as t he
highest point of the scale. This is described further below.

®
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Think of what an accomplished teacher you know does in the performance of teaching.
How would you characterise the qualities of this teacher in terms of approaches to classroom
organisation and learning? What abilities would you expect a novice teacher to be able to
demonstrate when it comes to classroom organisation and learning?

Competency-based assessment in teacher education
Many teacher education programmes focus mainly on assessing the teacher's
knowledge- of subject content, educational issues, pedagogy, child development and
so on. Assessing practical skills is added on and given a low weighting. The competencybased approach starts from the opposite end. lt focuses on the teacher's performance in
the classroom. But in doing so, it assumes that the teacher does have some knowledge
-they must know their subject and how to teach it, they must understand children.
This knowledge is tested in practice, in how the teacher actually performs in front of t he
pupils.
This approach to teacher education and assessment has gained popu larity in teacher
education systems world-wide. Under competency-based approaches, important
components of good teach ing are identified and split into sub-components of teach ing.
These areas of expertise and their sub-components become the 'professional learning
domains' that are used both to develop the content of teacher education programmes and to
develop criteria for assessing professional learning in teaching.
Figure 7.1 shows key areas of professional educational practice sub-d ivided into components
as drawn up by Danielson (1996).
Programmes based on this approach first determine what the core professional areas of
responsibility of a teacher are, then use them to determine what to assess, where to assess
(either at the school-classroom level or teacher education college level), and how to assess
(for example practical teaching, written exams, projects, investigations etc). A further exa mple
is given in Chapter 8.
There are several ways of doing this. Barton and Elliott (1996), using a slightly different
approach, show how a teaching competence can generate a number of criteria framed as
questions. This is exemplified in Figure 7.2.
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Figure 7.1 Components of professional practice

Domain 1: Planning and preparation

•
•
•
•
•
•

Domain 3: Teaching

Demonstrating knowledge of
content and pedagogy
Demonstrating knowledge of
students

I

li'

Selecting teaching goals
Demonstrating knowledge of
resources
Designing coherent instruction

•
1•
•
•
•

Communicating clearly and
accurately

•

Using questioning and discussion
techniques

•
•
•

Engaging st udents in learning

Assessing student learning

Domain 2: The classroom environment

r

'

•

Creating an environment of respect
and rapport (friendly dialogue)

Managing student behaviour
Organising physical space
(Danielson 1996)

Demonstrating flexibility and
responsiveness

'

Domain 4: Professional responsibilities

I:

Establishing a culture of procedures
Managing classroom procedures

Providing feedback to students

li

•
•
•
•
•
•

I•

--

Reflecting on teaching
Maintaining accurate records
Communicating with families
Contributing to the school and
district
Growing and developing
professiona lly
Acting professionally in terms of
ethics
Making appropriate judgements

Figure 7.2 A teaching competency

T'"'"'"''"''"'"""'''''"''"'"'"'"'''"''"''"''"''"''"''""''"''"''"""''"''"''''''"''""'''''''''"''""""'''"''''''"''''""""'"''''''"''"'"''"""'""''""""''"'''"''"''"''"''""''''"'"''''
~ Teaching competency: communicating content to pupils in ways that

~

~ promote meanmgfullearnmg

~

~

.

.

~

~ a) Is voice clear and does the student teacher use a variety of tone and pitch?
~

~ b) Can the student teacher arouse the interest of pupils?
~

~ c)

~

~
~

~

I
~

Is the language used appropriate to ensure understanding across the whole range of ~
~
ability?
~
~
~
~ d) Does the manner of communication encourage respect for pupils' values and powers ~
~
of understanding?
~
~

~

~

~

~ e) Are pupils' responses encouraged and reinforced?
~ f) Are pupils encouraged to ask critical questions and discuss issues?
~~ g) Does t he student teacher use a variety of questioning techniq ues?

~ h) Does the student teacher use a variety of teaching strategies and styles within a
~
~
lesson and across a sequence of lessons?
~
~
~

(Barton and Elliott 1996)

~
~

~~
~
~

~
~

~~""""~"""~""""""""""""""""~"""""""""""""~~~~~~~~~~w~~~~w~~~~~~~~~~~~w~~~~w~~~~~~~~~~~~~~~~w~~~~w~~~~~~
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The danger with separating teaching competencies this way is that they may be seen
simply as a checklist of prescribed behaviours and activities that student teachers have
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to demonstrate. lt mig ht look like one can simply assign a 'yes' or 'no' response to these
questions, in wh ich case one would conclude that either the competence is demonstrated
or t hat it is absent. The reality is that teachers demonstrate competence to varying degrees.
For exam ple, teachers would vary in their skill when it comes to using crit ica l questions and
discussions in lessons (crit erion) - some would use questions to good effect in terms of
promoting mean ingful class discussions and deep learning, whilst others may not be so good
in achieving this.
To captu re such difference in performance another approach is needed. This describes
teaching competencies as 'levels of performance'. The lowest level represents what one wou ld
expect from a novice teacher, and t he highest level represents what an expert teacher
would be ca pable of do ing. Figure 7.3 illustrates th is using t he example of the
sub-component: 'demonstrating flexibility and responsiveness' (Point 5 in Domain 3 'Teaching'
in Figure 7.1).

Figure 7.3 An area of competency: demonstrating flexibility and responsiveness in three elements
LEVEL OF PERFORMANCE

ELEMENT

Unsatisfactory

Basic

Proficient

Distinguished

Lesson
adjustment

Teacher adheres
rigidly to an
instructional plan ,
even when a
change will clearly
improve a lesson

Teacher attempts
to adjust a lesson,
with mixed results

Teacher makes a
minor adjustment
to a lesson, and
the adjustment
occurs smoothly

Teacher successfully
makes major
adjustment to a
lesson

Response to
pupils

Teacher ignores or
brushes aside
pupils' questions
or interests

Teacher attempts
to accommodate
pupils' questions
or interests. The
effects on the
coherence of a
lesson are
uneven

Teacher
successfully
accommodates
pupils' questions
or interests

Teacher seizes a
major opportunity to
enhance learning,
building on a
spontaneous event

Persistence

When a pupil has
difficulty learning,
the teacher either
gives up or
blames the pupil
or the
environment for
the pupil's lack
of success

Teacher accepts
responsibility for
the success of
all pupils but has
only a limited
repertoire of
instructional
strategies to use

Teacher persists
in seeking
approaches for
pupils who have
difficulty learning,
possessing a
moderate
repertoire of
strategies

Teacher persists in
seeking effect ive
approaches for pupils
who need help, using
an extensive
repertoire of
strategies and
soliciting additional
resources from the
school

A question that you might be thinking about is: how we can turn such judgements about
levels of competence into a fi nal (summative) decision about teaching com petence. First, w e
have to com pa re the st udent t eacher's act ual performance (which we ca n cal l the evidence)
against t he criteria (i.e level of performance- unsatisfactory, basic, proficient, d istingu ished),
and t hen decide the closest match, i.e. between evidence and level of performance. If we
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wish, each of these levels can be assigned a numerical value, for example from 1 to 4. We
can then decide what range of overall scores should constitute a 'distinction, pass, or fail: This
qualitative 'summary' of performances represents the overall judgement about the level of
competence.
For formative purposes, the assessment criteria in Figure 7.3 can be used to identify gaps in
the areas of teaching performance of the student teacher. The criteria could also provide an
indication of the 'standards' required to move from a novice to a more experienced performer.

Assessing reflection on teaching
In this section, we focus attention on three methods of assessments that are especially useful
in promoting reflection on teaching. They are particularly useful in assessing CPD courses.

1. Critical incidents (particularly appropriate for formative assessment)

2. Simulations or case histories
3. Teaching portfolios

Critical incidents
Assessment methods in teacher education should foster dialogue between the teacher
educator (the assessor) and the student teacher. The main purpose of this dialogue is to
encourage self-evaluation by the student teacher. The assessor is interested in helping the
student teachers to make better sense of teaching events and to make appropriate choices
and decisions that will improve pupil learning and achievement. One way to achieve this is to
identify critical incidents in teaching and use them as the basis for dialogue and assessment.

Critical incidents
When observing the student teacher teach, the tutor makes notes of certain events
during the lesson (such as a change of direction in teaching approach, unexpected pupil
behaviour, a moment of uncertainty or of excellent teaching). After the lesson, the tutor
asks the student teacher to explain what was going on in the critical incident, why they
responded in a particular manner, whether they would do the same again if faced with a
similar situation, and so on.
Alternatively, the student teacher could be asked to write a 'reflective journal' on the lesson,
describing what critical incidents made a difference to the outcome of the lesson and
reflecting on their own reactions to them.

Such assessment can focus either on the quality of reflection- how honest and insightful is
the student?- or the effectiveness of the teaching- did the student's action help the pupils
learn?- or on both aspects.
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In a post-teaching discussion the tutor could use this dialogue informally to encourage selfassessment. They could also produce a report of the dialogue (with specific examples) for the
student's file (see portfolios below). Critical incident assessment is particularly relevant in CPD
programmes where teachers have more experience and can talk or write more fluently about
what they do and why they do it.
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REFLECTION
Think of a critical incident in your own teaching or lecturing. Note down, or share with one or
two colleagues what you did and why. Would you do the same again?

Simulations: case histories
A simulation is an imaginary event that matches closely what a person is likely to face in real
life situations.
Earlier we noted the importance of context in judging whether materials and methods are
appropriate in a teaching situation. Contextual information is needed if an assessment task is
to be realistic. The information might include the following:
•

relevant background information about learners

•

the school-classroom environment and the broader context

•

conditions under which teaching and learning might be taking place.

We can use simulations, or case histories, to provide this kind of background contextual
information that would invite appropriate responses or actions from students.

The case history
Mr Mensah teaches Grade 6 mathematics to a class of 50 pupils. The class has more boys
than girls; two of the pupils, both boys, have difficulty reading and writing. Several of the
students, especially the girls, are high achievers whilst the rest of the class performance
ranges from poor to high average.

The task
Describe how Mr Mensah should approach the teaching of Grade 61evel concepts in
fractions, bearing in mind the characteristics of the pupils' in his class. In your response
explain why he should use certain activities for certain pupils and not for others.
Case histories could even be more elaborate than this, describing relevant aspects of pupils'
background knowledge and experiences, classroom and school expectations, rules, routines
and procedures, and the structure of classroom space. Also, they could include detailed
descriptions of pupil learning behaviour or a description of classroom dialogue between
teacher and pupil(s) on a specific school subject concept.
Alternatively, students can be shown a short video clip of classroom teaching. They can be
asked to analyse and evaluate the significance of a particular classroom event or critical
incident. For example, they could be asked to describe how a group of pupils engage in
discussions which lead them to understand a particular concept, or explain why some pupils
in the same classroom seem unable to understand a concept that a teacher is introducing.
Another way of treating a case history is to present students with a sample of a pupil's work
for analysis and evaluation. For example, a representative writing sample produced by one
pupil in a particular grade could be the 'case' for assessment. Students cou ld be asked to study
the pupil's work and describe how they are going to help that pupil develop w riting skills, or
suggest ways of building on the pupil's strengths in the mechanics of writing.

99

ASSESSING TEACHE R LEARN I NG

Clearly, in case histories one is assessing the ability of students to analyse teaching sit uat ions
and recommend teaching strategies on the basis of an appropriate diagnosis of teaching
problems or cha llenges. If case histories are to offer opportunities for critical reflection on
t eaching, then as much as possible, they shou ld also require student teachers to critique and
evaluate particu lar teaching events.
One big chal lenge that case histories present is t he d ifficulty of composing 'authentic' cases
-that is, cases wh ich are as nea r as possible to the situations teachers are likely to face in
real-life teaching. Tutors can build a 'bank of case histories' from their ow n classroom
observations.
If st udents' responses to case histories have to be graded for sum mative assessment, clea r
criteria are needed. These wou ld include the d ifferent issues that the student is likely to
raise, and clear descriptions of different levels of appropriate responses. In the example of
Mr Mensah's class, an unsatisfactory answer w ould, for example, not include any ment ion of
using different activities w ith various pupils. Good answers would include appropriate activities
for two groups of pupils. Distinction level answ ers wou ld include appropriate activities for
g ifted girls, for low achieving boys, and for the mid-level achievers in the class.

ACT I VI TY
Draft a short case history that you could use as an assessment item for students in your
subject area. Share with a colleague how you might use this case history for formative and
summative assessment.

Portfolios
A portfol io is an organised collection (for example, a folder or file) of evidence teachers or
students gat her in t he course of their practice for purposes of assessment. lt is also intended
to showcase t he progress and accompl ishments t hey have made in teaching.
The evidence cou ld include:
•

copies of lesson notes, unit plans or schemes of work

•

handouts given to pupils

•

pupi l assignments

•

pupil script s, with or w ithout ma rks and feed back

•

teaching aids

•

sketches or photographs of the classroom and pupils

•

audio- or video-tapes of lessons (where possible)

•

reports from observers (supervisors, mentors, peers)

•

pupils' evaluations of thei r teaching

(Adapt ed from Da rling-Hammond, Wise and Klei n 1999:8 1)
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Most importantly, the portfolio must contain commentaries and reflections on the documents
contained in it. These must show how the classroom teacher or student teacher has used
t he evidence su bm itted to improve their teaching. Guidelines should be provided about t he
range of things to include in the portfol io and t heir purpose. For example, students could
be asked to address the following issues/questions when giving explanations or evidence as
proof of their progress and ach ievements in teaching:
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•

Why they have chosen certain documents or evidence to highlight their achievements
and excluded others.

•

What in their portfolio illustrates particular actions they took that led to meaningful
learning for pupils.

•

Provide examples of pupils' work to illustrate learning and achievements.

•

What aspects of teaching they have tried to improve, and how far they have achieved
this (with examples of lesson plans, pupils' work, and their own ref1ections).

Producing a portfolio makes the student ref1ect on their practice. Portfolios can be used for
evaluating both the quality of that ref1ection, and also the achievements of the teachers'
professional practice.

CPD for teacher educators?
In some places these methods of assessing teacher development are new and very different
from previous assessments. In such situations, teacher educators would themselves benefit
from professional development. The assessors' competence in using these methods/
approaches ultimately determines what students can gain from the assessment experience.
For example, the assessors must agree on the criteria to be used, so they can avoid bias. But
even before such CPD is provided, teacher educators can start experimenting with some
of these approaches and experience first hand how the different assessment approaches
actually work in their professional context and what adaptations may be required to enhance
their impact on student teachers' professional learning.

REF LECT IO N
Have you had any experience of using these kinds of methods for assessment? If so, outline
their strengths and weaknesses. How useful might these assessment methods be in your
situation?

Re-conceptualising assessment in teacher education
Figure 7.4 attempts to pull together the key messages from this chapter into a framework for
re-conceptualising teacher education assessment for developing countries.
Basically, the diagram shows three levels of professional learning and suggests
what assessment methods might be used at each stage to promote teacher
development
•

The pre-service teacher education level where methods such as tests, examinations,
continuous assessment can be used to assess general professional knowledge and
skills of teaching. At this stage also, case histories can be introduced.

•

The internship period where assessment methods focus on strengthening the
practical knowledge base of teaching with support and assistance from experienced
teachers. Here teaching portfolios, critical incidents and case histories are particularly
useful methods of assessment.

101

ASSESSING TEACHER LE ARNING

•

The period of continuing professional development where assessment focuses on
major accomplishments using teaching portfol ios to assemble the evidence.

lt is important to view this framework as a way of conceptualising the st ages of teacher
development and the t ypes of assessments most likely to produce deep insights into good
teaching. However, none of the suggested assessment strategies is confined to a particular
level. For example, case histories could be used in all three.
Figure 7.4 A framework for developing assessment practices for teacher education
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Failure to bring assessment practices into line with curriculum goals wi ll almost certainly
make it difficult to achieve the learning outcomes expected from education or training. In
this chapter we have stressed the need to introduce assessment methods and tasks that do
justice to particular teacher education programme aims. The kind of professional learning
we desire to see as teacher educators in our students must be supported by the assessment
approaches we adopt. Embracing a social constructivist perspective in teacher education
has to be supported by assessments that reflect this perspective. Very often, assessment
practices in teacher education systems in developi ng countries simply mirror those that are

ASSESSING TEACHER LEARNING

used at secondary education level, where the emphasis is on timed tests and examinations.
lt is important that we articulate and communicate to our students the standards expected
of them in learning to become an effective classroom teacher. As teacher educators, we also
need to develop skills in making judgements about whether our students are producing
work which meets the standards set for professional practice.
Changing old assessment practices will take some time and effort. Some of the suggestions
we have put forward may initially take you out of your comfort zone as far as your own
assessment practices are concerned. But, as you persevere in using them you will begin to see
improvements in students' professional learning and outcomes.
Finally, it is important that our assessment practices communicate clearly the kind of
professional teaching we are aiming to produce. If there is a mismatch between teacher
education aims and the assessment methods it adopts, it is unlikely that teacher education
wil l produce teachers who have the capacity to promote meaningful learning in schools.
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Chapter 8

Analysing a teacher
education curriculum
Overview
This chapter starts by discussing how 'curriculum' can be defined, and then suggests ways of
analysing teacher education curricula, by looking at them under five broad headings:
•

The overall aims, including rationale and purposes

•

The objectives and outcomes

•

The content, including practical experience

•

The pedagogy: teaching/learning and communication methods and materials

•

The assessment patterns.

lt then considers how programmes are structured.

Introduction
The ways in which teacher education programmes are organised differ widely across the
world. Each country seems to have developed its own structures and its own form of
curriculum. These have been affected by the historical, political, social and economic factors
existing in that particular part of the world.
There are, however, also many common patterns, partly because the basic task is the same,
and partly because there has been much cross-cultural sharing (see Chapter 10). For example,
teacher education in many less industrialised countries has been influenced by colonial
legacies, or by international aid and development programmes.
This chapter and the next one are linked. They bring together some of the issues
mentioned in earlier chapters and explore them in more depth, to encourage discussion
and reflection.

The professional curriculum
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Most teachers will be familiar with discussions about the school curriculum. However, a
curriculum for preparing professionals such as doctors, lawyers, accountants, nurses and
teachers is somewhat different from a school curriculum. The focus is on professional
knowledge, skills, and attitudes. (Chapter 13 looks at professional knowledge in
more detail.)
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This has several implications. For one thing, it has to involve a practicum or period of
practical work experience. Second ly, the students are usually more mature. Thirdly, they are
being prepared not just to pass exams, but to provide services to the community, in the
course of which they will be expected to solve problems and exercise their own judgement
in a responsible and ethical way. Fourthly, professionals need to keep on learning, so their
'curriculum' should ideally be thought of as lasting throughout their whole career- covering
both initial preparation and continuous professional development.
Our working definition of curriculum for this book is:
The entire experience throughout the training programme, as taught by college tutors, as organised
both on and off campus, and as learnt by student teachers. (Lewin and Stuart 2003:65)

In higher education it is common to talk of a plan for a period of study leading to a
qualification as a 'programme: Most programmes contain a number of different 'courses: We
shall use curriculum as a general term, but also refer to specific programmes and courses.
A teacher education curriculum can exist in different forms.

•

In the printed documents - the public version laid down by the policy-makers, teacher
educators or academics. This might include documents such as syl labi, learning
programmes, reading lists, guidelines, assessment criteria, outcomes, etc. These can
be collected, read and analysed.

•

In the minds of the tutors - how they understand it (or not) and how they interpret
it. Tutors are in a powerful position to change or adapt the official version, either
deliberately or unknowingly. They may ta lk about the version they use to colleagues, or
they may just 'do their own thing:

I•
l

As delivered in the lecture or seminar room - what actually gets 'taught: This may
or may not be what is written down in the syllabus, or even in the schemes of work
and lecture plans. Some of it may be found in supplementary materials prepared and
handed out by the tutors.

•

As experienced by students- what they understand and remember, what happens
to them both in col lege and in school, and how this influences them. Eventually, it
is this version that will affect their performance as teachers. Therefore it is the most
important.

®

REFLECTION
1. Why do you think such different interpretations develop?
2. Try to find an example from your own work experience of how different versions of the
curriculum co-exist.

Analysing the curriculum
The rest of this chapter is built around analysing how a teacher education curriculum fits
together and whether there are any gaps or 'mismatches: The ana lytical framework used
here is adapted from the work of Michael Era ut (Era ut 1976). He suggests that in an effective
curriculum all the components must work together and be consistent with one another. Th is
is shown in Figure 8.1 .
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Figure 8.1 A curriculum strategy
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We shall discuss each component in turn. lt would be useful, while reading th is chapter, to
have with you an example of a teacher education curriculum as an exemplar to which you
can make reference. lt could be the programme you currently teach, or have recently taug ht,
or one you experienced as a student, or even one you have helped design. lt could be for ITE
or for CPD. Relevant ones can sometimes be found on the internet. A more extensive and
formal analysis exercise, using the same model, is set out in the Activity Appendix.

Overall aims
What kinds of teachers will come out of the programme? What roles will the teachers be asked to
carry out?
The aims may also include such things as the goals of the education system, or perhaps
definitions of'the good teacher' or 'effective teac hing~
Here are some examples:

Goals of the education system:
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•

to mould the youth of the nation into specific kinds of people, as determined by the
government

•

to conserve values and pass on the cultural heritage

•

to 'develop'the nation (if so, in what ways?)

•

to encourage independent life-long learning.
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Roles the teachers might be expected carry out:
•

to develop critical and analytical thinkers

•

to enable children to succeed academically

•

to offer personal care and guidance to their pupils

•

to deliver the curriculum as laid down in the teachers' guides

•

to develop and adapt the curriculum according to their professional judgement

•

to be a role model as a working woman, or as a well-educated member of an ethnic
minority.

An effective teacher:
•

has a sound knowledge of their subject

•

plans and prepares lessons ahead of time

•

sets and marks work for pupils regularly

•

uses a variety of teaching methods

•

adapts the material to the level of the pupils

•

develops good relationships with parents.

If the curriculum is for CPD it might focus only on teachers of one subject or for one role in
schools, such as head teachers. In this case, the aims are likely to be much more specific.

®

REFL ECTI ON
Were any of the goals mentioned above important in the schools that you
attended as a pupil? If not, what were the main goals? What roles did the teachers
perform?
Sometimes the rationale and aims are stated clearly in the curriculum documents, or set out
in government policy statements. Sometimes the aims are very vague, or not there at all.
Underlying the overall aims there will probably be some kind of rationale or reasoning, even
if this is often left unstated. This might suggest a view of knowledge: for example, whether
knowledge is fixed, finite and to be given to learners, or changing, open-ended and to be
constructed by learners. Such a view of knowledge might be linked to theories about how
teachers learn to teach; it might determine whether the curriculum is based on behaviourist
or constructivist principles.
f

From reading the aims it may be possible to see which kind of model of teacher education
underlies this curriculum: the teacher as craftsperson, as applied scientist or as reflective
practitioner (see Chapter 1). However, sometimes the documents may contain conflicting
ideas. For example, some sections might stress the importance of following teachers' guides
(suggesting a craft model of teacher training), while other sections stress the need to adapt
the curriculum to the real context (suggesting a view of the teacher as reflective practitioner).
Sometimes there are significant differences between the official view (for example the new
curriculum proposed by the government) and the ideas of the college staff (who see no need
for change). Sometimes international donor influences lead to competing ideas of teaching
and learning being expressed in a curriculum.
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REFLEC TIO N
Consider your exemplar teacher education curriculum.

1. What are its aims?
2. What kind of teacher does it intend to produce?
3. What roles will the teachers be expected to carry out?
4. What views of learning appear to underlie it?

Objectives and outcomes
What will the students have achieved at the end of the programme?

Objective£ ar~ wltd
th.MutoYf Wend~
ftu.deittf wiJj f.eMK.

it is important for both tutors and students to be clear about w hat
the new teachers should know and be able to do at the end of
their course. Two reasons are:
' •

II

I•

the tutors can eva luate their own teaching against specific
standards
the students can be assessed against explicit criteria.

The ways in which tutors think about these objectives and
outcomes, and how they are written down in the curriculum
documents, w ill have backwash effects on the choice of content
and on the pedagogy (see Chapter 7).
There has been, over recent years, a long debate about whether
such targets should be thought of as separate items on a list,
or designed as broad and integrated achievements combining
knowledge, skills and attitudes.

Oui:cmuu ar~ wltd ~

ftu.deni:r faww a.Jtti db M
a- result ojtf.r.eir f.eu~.
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In the 1960s and 70s in the USA there were attempts to be
very precise about what teachers should be able to do in the
classroom. This led to a focus on skills, such as questioning, which
could be easily observed and measured. This was consistent
with a behaviourist view of knowledge, suggesting that teachers
could be'trained'to behave in certain ways t hought to promote
good teaching. Such an approach was most appropriate where
the teacher was being prepared as an 'effective instructor' or
'technician'.
However, if the teacher is seen as a 'reflective practitioner; who
must learn to solve problems and take professional decisions in
difficult conditions, such narrow objectives are inadequate. There
have recently been attempts, in various English-speaking countries,
to draw up broader targets for Teacher Education Programmes,
often called 'Professional Learning Domains' (see Chapter 7) or
Teaching Standards. These integrate knowledge, skills and values,
and are assessed holist ically by bringing together a variety of
types of evidence, including on-the-job performance. This is more
consistent with a constructivist view of knowledge.
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Case Study:
UK Teaching Standards

In the UK the whole National Curriculum for
Teacher Education was written down in the form
of Teaching Standards. These were set out
under three main headings:

1. Professional values and practice

2. Knowledge and understanding
3. Teaching

The teacher educators had to plan a programme
-i.e. develop the syllabus and teaching methods
- which would lead to such outcomes. What
exactly they included depended on such factors
as the planned length of the course, and the
starting points of the entering students.
(Teacher Training Agency 2002)

Table 8.1 Examples of UK Teaching Standards for a qualified teacher
Standards

Students must demonstrate that they:

1. Professional values and

1.1. Have high expectations of all pupils: respect their social

practice

2. Knowledge and
understanding

3. Teaching:
3.1 Planning, expectations
and targets

3.2 Monitoring and
assessment

cultural, linguistic, religious and ethnic background, and are
committed to raising their educational achievement.

2.1. Have a secure knowledge and understanding of the subjects(s)
they are trained to teach.

3.1.1 Set challenging teaching and learning objectives which are
relevant to all pupils in their classes, basing these on their
knowledge of:
- the pupils
- evidence of their past and current achievement
- the expected standards for pupils of the relevant age range
- the range and content of work relevant to pupils in that age
range.

3.2.1 Make appropriate use of a range of monitoring and assessment
strategies to evaluate pupils' progress towards planned learning
objectives, and use this information to improve their own
planning and teaching.

3.3 Teaching and

3.3.1 Ensure effective teaching of whole classes, and of groups and

classroom
management

individuals within the whole class setting, so that teaching
objectives are met, and best use is made of available teaching
time.

In the UK there were also simi lar sets of standards for CPD, for example for teachers who
are subject leaders, heads of department, or special education co-ordinators, and for head
teachers.
In discussing assessment, Chapter 7 described a similar approach, when showing how
teacher achievement can be set out in 'domains' and 'competencies: A key feature of this
approach is that teacher achievement is not split into the traditiona l divisions of knowledge,
skills and attitudes. Instead, the student teachers must learn to combine their understanding
and their practical skills with appropriate attitudes in order to demonstrate some aspect of
teaching. This is then assessed holistically.
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REFLECTION
In your exemplar curriculum, what are the expected outcomes? How are they described? Are
they consistent with the overall aims?

Content
What do the teacher education programmes contain? Are these courses appropriate for achieving
the aims?
The basic outline of the content of ITE programmes seems to have remained remarkably
stable over the years, at least within the English-speaking areas of the world. Though different
terms are used, the typical programme contains elements of the following components:

Subject studies, sometimes related to the current school curriculum, sometimes focused on
the academic d iscipline itself

Educational studies, comprising background theoretical understanding of teaching and
learning, of children, and of the school within its society

General education, for personal growth and development, both academic and social
Pedagogic studies, ('methods' courses) focusing on how to teach particular subjects, manage
the classroom, and assess the learning
Practical experience in simulated and real classrooms.
However, within this framework, curricula vary greatly according to how these components
are weighted. These differences refiect a continuing debate about how far the curriculum
should be academic and how far it should be professional/practical. The debate is usually
between the what (to know) and the how (to teach it). The who (teacher's personal growth) is
currently given less attention.

An- acad.euW;, curr~ deveLof> thb ff:ud.ew:'r i11J:e£Lect.
Itjive> ~thb~f/U4UU/Ork.t to wr.derrta;ui,
th.eir pnu.tia u,wre-fully. Thir raife> thb st:ai:u! of
teacker educati.oltj fUtli ojtftb UUtituttNl£ providbtj it.

A practic.ai curr~ i£ u,wre- iuc.medi.a.tefy re/.evaxt tUtli u.;ejrd
to thb ~ bectJ.,Ufe- itjive> ~thb rkiJ.I., Meddto beCbmpet'W ifV thb c.Laorrooi'U/. 1 beLieve, tlrMry i£ better
wr.derrtood Wer ifV thb teacker'f career.

A perroftAiUy-orieltted curr~ i£ better bectJ.,Ufe- teackerr rely
on- th.eir perroftAiUy ifV thb c.LMrroout/forftrterU-tj jOod re./.at:Wil£/tip>
~pupiL>. so th.eir 'e#wtiowil1i:efiije~tce: i£ M im.port:turJ;
M th.eir acad.euW;, tUtli practic.ai rkiJ.I.,. Af rof.e, u,w~
teackerr ft.e.eli to culciw.te- a.ppropriate- attitude, tUtli va.i.uM.
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®

REFLECTION
Which set of arguments do you find most convincing? If working in a group, hold
a debate on the three aspects. How far is it possible and/or desirable to combine
these different views to create a teacher education curriculum in a place you know
well?

Historical roots of the curriculum
When we analyse the curriculum content we ca n often see how it is linked to one
or other models of the teacher described in Chapter 1: the crafts person, the applied
scientist, or the ref1ective practitioner. Moreover, since curricula often have long
histories, sometimes it is possible to see where t hese ideas came from. For example,
in the UK the first primary teacher training college programmes w ere based on the
'crafts person' model. Students were taught 'General Principles of Education; and
teaching skills. Great stress was laid on morals and on how to deal w ith children.
Mission col leges in the British colonies often exemplified this orientation towards the
practica l and the personal.
In the 1960s, in the UK, the curriculum moved towards the 'appl ied scientist' model. The
four 'educational foundation' subjects: psychology, sociology, history and philosophy of
education (called informally the 'ologies') were introduced to make the curriculum more
academic and give teachers a deeper understanding of educational theory. Less emphasis
was given to practice experience. Teacher training institutions in new ly independent
African countries often copied this model.
As the 'ref1ective practitioner model' developed, topics from the four 'ologies' were
re-integrated and called 'Educational Studies' or 'Professional Studies~ Students spent more
time in schools; they had to study practice and d iscuss it in the light of theory. No student
could graduate without demonstrating their classroom competence during extended
periods of practice teaching.
In the US two competing trad itions can be traced. One is an emphasis on skills training
based on a behaviourist view of education. This was criticised for producing teachers
who were'mere technicians' with low academic levels. American Aid projects sometimes
introduced this model to developing countries.
The other tradition emerged in the work of Shulman in the 1980s. Concerned that
developing knowledge was given less priority than skills, he listed the different
kinds of knowledge needed by teachers. Thi.s perspective is similar to the 'applied
scientist' model, as it stresses 'received' or'public propositional' knowledge, mainly
learnt from formal courses. (Shulman's ideas on knowledge are set out in detail in
Chapter 13.)

®
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REFLECTION
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When was your exemplar curriculum written, or last revised? Does it fit into any of the models
or traditions of teacher education described above? Who, or what, do you think inf1uenced
this curriculum?
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Pedagogic content knowledge (PCK)
One key concept from Shulman's list- pedagogic content knowledge- has been recognised
as particularly important. Shulman describes it as:
.. . that special combination of content and pedagogy that is uniquely the province of teachers, their
own special form of professional understanding
(Shulman 198 7:8)

lt means that teachers have to understand how a subject is conceptually structured
and at the same time understand how children learn it. Then they can bring the two
together and make the subject clear to the pupil. Ways of doing this are often subjectspecific, but generally include: moving in short steps, using the child's own experience
and linking it to the topic; using stories, analog ies and examples, identifying children's
misconceptions and clarifying them, and so on. For example, in geography a teacher
might explain a map by asking the children to imagine how a bird sees the land as they
f1y over it.
So whatever way the curriculum balances subject studies, education/professional studies,
and pedagogic stud ies, the student teachers need to be helped to develop this particular
combination of understanding that produces PCK. As much of it is situational knowledge
-linked to particular children, classes, or schools- it can only be developed fu lly in practice.
This leads us to the practicum.

The practicum
The practicum is a crucial part of any professional preparation, but until recently the teaching
profession has not given this the attention it deserves. Trainee doctors and nurses spend
much time in hospitals under the guidance of senior staff. Young lawyers in some countries
become 'pupi ls' in a law firm. Accountants are 'articled'to serve a kind of apprenticeship in an
accountancy firm.
What happens to teachers? As we saw in Chapter 6, various attempts to provide supervised
practice include:

•
•

Micro-teaching, to peers or to small groups of children
Demonstration schools, close to college, where they can observe good practice and
try out their own skills

•

Teaching practice, ranging from two weeks unsupervised to a year's internship, under
gu idance from a school mentor, a peripatetic trainer, or the college tutors

•

School-based ITE, where trainees spend the large majority of their time in school

•

Peer observation and coaching, for serving teachers undergoing CPD.

under supervision, with evenings, occasional days or weeks in college

In addition, many unqualified people join the teaching force and learn on the job in an
informa l way.
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Which of these is most effective in producing the kind of teachers we want? The answer
varies from place to place, but the ideas about learning to teach set out in Chapters 1
and 3 suggest that, whenever and however it takes places, the practicum needs to be
closely integrated with the taught courses. This is also true for CPD, although school
experience is generally a part of a participant's job and integrated into a course in
different ways.
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REFLECT IO N
1. What is the balance, in your exemplar, between the different components of the
programme?

2. In what ways is the practicum integrated with the other aspects of the curriculum?
3. For CPD, how is school experience used in the course? (For example, visits to other
schools, reflecting on and planning for new ways of teaching, etc.)

Pedagogy
How are the students taught? How do they learn?
As we said in Chapter 5, this is a very neglected area of the teacher education curriculum.
Much attention has been paid to teaching methods in schools but little to the methods
used in the lecture or seminar room. The MUSTER research in teacher education colleges in
four countries of the South suggests that most teaching is similar to that found in secondary
schools, with an emphasis on lecturing and some question-and-answer episodes.
Teacher educators often lectured their students about teaching pupils in learner-centred
ways, but few had themselves developed a pedagogy suitable for the young adult learners
they taught. This is particularly important because, as many research studies have shown,
new teachers very often teach as they were taught. Unless they themselves experience active
learning methods at college (experience as opposed to just being told about them), they are
unlikely to use such methods with pupils. If a programme aims to develop learner-centred
teachers, then the pedagogy of the tutors needs to demonstrate this. The pedagogy will not
be exactly the same as at school-level however, it is focused on the needs of student teachers
as adult learners, so different decisions will be made about how to teach them. For example,
independent learning methods are much more important at the adult level.
Under pedagogy one should include not only teaching/learn ing methods, but also materials
and resources, such as textbooks, lists of recommended books, laboratory equipment, etc
and how they are used to support and explain the content. The kinds of methods used will
depend on the kinds of theories held by the tutors, explicitly or implicitly, about how students
learn (see Chapters. 2, 3 and 5). Distance education for teachers and the use of new computer
technologies are sometimes also a stimulus for the development of new pedagogy
(see Chapter 10).

REFLECTION
Using your exemplar curriculum, note what teaching and learning methods are
recommended, and which are used in practice. What teaching materials and resources are
listed? Are they available? Are there other kinds of materials you would find useful?
How would these promote learning?

Assessment
How will students' performance be assessed, and how do we know what they have learnt and can do?
The assessment methods have to be consistent with all the other aspects of the curriculum .
In a traditional college-based course, student teachers were assessed by written exams,
supplemented by brief observations by college tutors during teaching practice. Here
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knowledge was usually being assessed separately from skills; theory was split from most
aspects of practice. Knowledge and theory were given most weight. Practical skills usually
counted for little, partly because they were difficult, time-consuming, and sometimes
expensive to assess properly.
lt is clear that most of the UK Standards described above can only be demonstrated in
classrooms where the student teacher has had time to build relationships with pupils and to
teach them over a period of several weeks. This has implications for how the programme is
organised and where it is delivered- in schools or in college.
Such broad and hol istic outcomes are not suitable for assessment in terms of marks unless
such marks have clearly defined criteria that exemplify the broad outcomes. How can you
judge whether the student's 'high expectations of all pupils' deserves 59% or 69%? Normally
students are either 'passed' as fit to start teaching, or 'failed'. Some courses might award 'me rit'
or'distinction'to those judged above average. These are professional judgements made by
tutors using their own professional knowledge and competence, and those who make such
judgements must work hard to avoid bias. lt is usual for such grades to be moderated.
lt is important to realise how assessment patterns feed back into curriculum design. The types
of assessment used will influence both what is taught and how it is taught. This was discussed
more fully in Chapter 7.
In INSET/CPD there are again differences between short courses where teachers are not
usually assessed, and longer programmes that can lead to academic qualifications or to
promotion. The longer programmes tend to have the same kinds of assessment as ITE, but
perhaps there will be less focus on examinations and more on projects where the new
academic learning is applied to the teacher's current job.

REFLECT IO N
In your exemplar curriculum, what effects might the assessment methods have on the way
the curriculum is taught?

Analysing the curriculum for consistency
Having analysed the curriculum section by section, you are now in a position to see how
all the pieces fit together. As shown in Figure 8.1, the content, pedagogy, objectives and
assessment should form a coherent'teaching strategy' for achieving the overall aims. Each
component should be consistent with the others, and with the aims. Where components are
not well-matched, problems can occur. For example:
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•

If the aim is to produce teachers who can solve practical teaching problems, this is
unlikely to happen if students are taught solely by lectures and assessed by exams
testing mainly recall of facts.

•

If the aims say that teachers should be able to integrate theory and practice,
students will find it hard if these are taught and assessed separately throughout the
programme.

•

If there are few books in the college, it is of little use to assess students' understanding
by elaborate library research projects; practical research in classrooms would be more
appropriate.
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•

If the objectives state that students will 'be able to adapt their teaching to a wide
variety of children in one class, including multigrade classes; the content should
include theory about children's learning, ski lls in organising group work, and practical
experience of setting differentiated tasks. These competencies need to be assessed
mostly in actual classroom settings, rather than by written exams.

•

If the assessment system insists on having a numerical mark for teaching practice, this
often leads to box-ticking rather than a holistic judgement of teaching competence
(see Chapter 7). Therefore, while it would fit with a behaviourist model, it would be
unlikely to produce reflective practitioners.

-·--·-·.

------------·-"~"'"·-----

REFL ECTI ON
Looking at your example, are there any such mismatches?

Programme structures
The ways in which teacher education programmes are structured strongly affects the
curriculum. Length, location and timing can vary. The form and extent of the practicum is
closely related to the programme structure. Where the students spend most time suggests
the kind of knowledge and skills that the programme values.

Length: ITE programmes can vary from a few weeks to several years. CPD courses can vary
from a half-day workshop to a postgraduate degree programme taking several years part-time.

Location:Teacher education can take place in universities, colleges, schools, or teacher
centres, or a combination of these. Increasingly some ITE and CPD are taught by distance
methods, sometimes using computers (see Chapter 10).

Timing: Programmes can be offered either pre-service (before starting a teaching career), or
in-service i.e. at various stages of the teacher's career.
All these elements of structure have implications for what the curriculum contains and how
it can be delivered. In particular, the structure and location affect the amount and type of
practical experience the student teachers can have.
The following section shows some common variations in ways of delivering initial teacher
education.

Some typical structures for ITE
Examples 1 and 2 illustrate the difference between concurrent and consecutive patterns of
training, for four-year programmes at university level.

KEY:

D

Teaching
practice (1)

D

School-based
PGCE course

(2)

D

Internship
(3 and 4)

D

Teaching
and studying
together
(5 and 6)
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1. B.Ed./BA.Ed.
Year 1

Year 2

This is a concurrent model in which students study academic subjects (related to the primary
school curriculum) alongside education-related courses. They spend increasingly lengthy
periods working in schools, first observing and later teaching, until they gain experience of
handling their own class. The pattern permits relatively high levels of integration between
theory and practice. This has been common in the UK, for primary teachers, since around 1970,
though the amount of time spent in schools has been gradually increased (up to 50 per cent).

2. Bachelors' Degree followed by a one-year post-graduate qualification in education
Year 1

Year 2

Year 3

Year4
Part school, part
college

This is a consecutive model of tra ining, in which students who have graduated with a
BA or B.Sc. in an appropriate subject take a one-year intensive course focused mainly on
professional studies. In the UK at least 60% of this year must be spent in 'partnership schools:
which means that much more attention is paid to practice than to educational theory or
to subject knowledge. In some US programmes students teach almost full time and attend
college in the evenings.
Examples 3 and 4 show different ways of organising a three-year college Certificate or
Diploma Course.

3. IN-OUT-IN
Year 1

Year 2

Year 3

School internship under
supervision
Students study both subject- and education-related courses during Years 1 and 3. Year 2 is
spent working in school, under college supervisors and undertaking assignments. This allows
for the practical experience in Year 2 to enrich the academic studies in Year 3. Zimbabwe ran
its Diploma along these lines for many years. Lesotho had a Certificate in Education on this
pattern 1975-87.

4. IN-IN-OUT
Year 1

Year 2

Year 3
School internship under
supervision
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Ghana moved to this model in 2000. Students study mainly academic content in Year 1
and have to pass exams in order to continue. The professional components are taught
in Year 2, in preparation for the internship in Year 3. Students then return to college to
take exams. There is probably less opportunity for practice to illuminate theory in this
model.
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Examples 5 and 6 show models of school-based training.

5. Mixed-mode

I

Year 1

Year 2

w J rking

I

I

Year 3

w~ile

I

Year4

stud!
ymg

I

I

This is exemplified by ZINTEC (Zimbabwe In-service National Teacher Education Course)
which was an emergency programme operating main ly in the first decade after
Zimbabwe's independence. Students spent fou r months at the beginning and end of
the programme in college, and otherwise stud ied by distance mode, supplemented by
vacation courses and local supervision. This obviously al lows for the integration of theory
and practice, but opportunities for reflection and re-engagement with academic study are
rather limited.

6. School-based training with distance learning

I

Year 1

Year 2

w Jrking

I

I
w~ile
I

Year 3

I

Year 4

studying

I

Here teachers are trained entirely on the job, with variable amounts of d istance
education materials and local support. One effective example was the Fort Hare Distance
Education Project in South Africa, for students who were long-serving but unqualified
teachers. They met fortnightly in groups with supervising tutors, who helped them to
work through the extensive, tailor-made, learning materials that covered both subject
and professional topics. Instruction was combined with practica l activities. Most of the
assignments were based on their own teaching, but they had to show how theory
informed their practice. The quality of both the materials and the supervision contributed
to the effectiveness.lt took place w ithin a smal l geographic area, which allowed for
frequent meetings.

REFLECTION
Which of these programme structures most closely matches your exemplar programme?
Draw a quick sketch along similar lines, and say what opportunities it offers for the integration
of theory and practice.
In many countries there are practical, geographic and economic constraints on how initial
teacher education programmes can be structured, whatever the theoretical advantages may
be of one particular model. If schools are far from the college, daily or weekly visits, by either
students or staff, are not possible. When there is a shortage of teachers, the government may
want to use student teachers as substitutes, even if th is means they are carrying too heavy a
teaching load to have time to study properly.
Initial teacher education does not have to follow such formal patterns, nor does it have to be
delivered within institutions like colleges or universities. In Bangladesh there was a great need
to train women teachers to teach girls at lower pri mary level. In response, the Bang ladesh
Rural Advancement Comm ittee (BRAC) devised a cost-effective method of training local
women on the job.
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Case Study:
BRAC

The BRAC primary education programme - run
by a non-governmental organ isation - began
in the mid 1980s in rural Bangladesh to educate
out-of-school chi ldren, mainly girls. Today, there
are over 27,000 BRAC one-room primary'schools'
bui lt and maintained by the local community.
Each school consists of 30-33 children, taught by
one teacher for three to four hours a day. Pupils
study the five-year national primary curriculum
condensed into four years. If there is sufficient
demand, the school is then 'reopened' and
another four-year primary school cycle begins.
Teachers are almost all women with at least 10
years of schooling who are recruited locally.They
receive 12 days basic residential training before
the school opens, includ ing learner-friendly
and 'activity-based' approaches to teaching and
learning. Once a month the teachers attend a
one-day 'refresher' course and also have access
to subject-based training depending on their
needs, for example to upgrade their level of
Engl ish. BRAC supervisors visit them frequently
to monitor their work, and give on-the-job
support and advice. Teachers are given teachers'
guides, and these and other learning materials
are improved based on teacher feedback.
This large-scale programme is widely considered
a success in recruiting women teachers even
for remote rural areas, and so encouraging the
enrolment of girls. Both pupil drop-out rates
and teacher turnover are low (less than 10 per

cent), there is evidence that many teachers use
activity-based teaching approaches at least
some of the time, and some studies suggest that
pupil achievement is generally higher than in
government schools.
From a teacher education perspective, its strong
points are:

~itial ~raining

is short but focused on
teachers' immediate needs

!

•

teachers receive ongoing support in
their classroom and through regular local
refresher courses

•

BRAC management regularly 'ref1ect
on their own practice' and the teacher
education is frequently updated and
improved

•

BRAC's Research and Evaluation Division
provides information to the Education
Programme to help develop their work.

On a less positive note, teachers tra ined in
BRAC programmes are not qualified to teach in
government schools, are paid much less than
government teachers and have no security of
employment after the four-year cycle they are
working on is completed. Despite this, BRAC's
abil ity to sca le-up its education programmes
is impressive and its teacher development
and support play an important role in this
success.

(BRAC Education Programme, www.braceducation.org; Craig et al. 1999, Chabbott 2006)

®
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REFLECT IO N
Which elements of this model might be useful in your country? Note down its strengths and
weaknesses for your context.

Programmes such as BRAC, where some people, generally women, are qualified to teach in
only part of the education system, raise certain questions. For example, are such teachers
professionals, or only paraprofessionals7 If they are considered as para professionals, can this
status be a step on the journey to full professional status?
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There is a further practical consideration: in an era when 'Education for All' requires a huge
and expensive increase in the number of teachers, could such paraprofessiona ls of sufficient
quality and in sufficient quantity help meet part of the demand? Or would this diminish the
status of the teaching profession?

REFLECTIO N
What answers might you give to the above questions in your country? What other questions
are important to ask about these issues?

Programmes for continuing professional development
CPD can be offered in many different forms. The follow ing types are classified according to
their location.

Off-site
j •
1

I

Long courses: certificates, diplomas, bachelors and masters degrees, etc, often leading
to academic upgrading, either on campus or by distance education.

•

Short courses: workshops, weekend courses, etc.

•

Cluster meetings: for teachers from a group of neighbouring schools with similar jobs
(English teachers, head teachers, lower primary teachers etc). Sometimes they are
structured and run by advisors; sometimes teachers set the agenda and share ideas
with colleagues.

School-based
•

Courses: run at individual schools (for example by advisory teachers) for the whole staff
or a group of staff. This is quite common in the UK where schools are required to spend
five days a year on staff development. Such CPD can be targeted at the particular
needs of a school. Developing a group of staff means they can support each other as
they try to put what they are learning into practice. The disadvantage is that teachers
are not able to gain fresh ideas from colleagues in other schools.

•

Various other learning opportunities: include mentoring, job shadowing, action
research, team-teaching, supported planning, or distance learning packs aimed at
particular groups of staff. All of these could involve the support of outside advisors but
might rely solely on the expertise found within the teachers in one school.

School-focused/school-centred
This is similar to school-based CPD because it is closely linked to the needs of a group of staff
from the same school. lt takes place off the school site- perhaps at a teachers' centre where
there are fewer distractions. Sometimes groups of teachers from more than one school come
together for a CPD event, but the focus remains on each group returning to their school to
make improvements together.
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As Chapter 10 w ill show, it is also possible to mix face-to-face sessions w ith distance teacher
development.

REFLECTIO N
1. Note the types of CPD that exist for teachers in your area.
2. What opportunities do you know of for CPD for teacher educators?

Concluding comments
In this chapter we have discussed different components of the curricu lum and how they
interact. We also looked at variations in how the initial preparation of teachers can be
structured. There are many effective ways of organising professiona l education and training
and we hope that people wi ll 'think outside the box' to develop different types of programme
that suit their environment. Resources- money, tutors, institutions- are limited, of course,
but within the practical constraints people with vision can devise effective programmes for
teacher preparation and development that make best use of the available resources, as BRAC
d id. The next chapter offers some ideas about how professional curricula can be designed
and developed.
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Chapter 9

Design and development
of teacher education
programmes
Overview
This chapter looks at
•

the dilemmas in curricu lum design and the choices that have to be made

•

the influences and constraints on curricu lu m development

•

some practical principles that cou ld inform design for ITE and for CPD.

Introduction
Teacher education tends to be a conservative part of the education system. One conclusion
reached by the MUSTER research team was reported as follows:
I
--History seems to weigh heavily on [some of these ITE] curricula .... Innovation has been sporadic, and
often lagging behind changes in the school curriculum. There are apparently few mechanisms for
regular review and renewal. Typically Ministries of Education work with college staff, sometimes with
the aid of external consultants, to reform the existing curriculum rather than to renew it completely.
Old ways of thinking and doing persist behind the favade of innovation and change. International
borrowing sometimes results in curricular ideas being deposited, one above the other, like geological
strata, without any of them being critiqued and adapted in the light of local needs and cultures.
(Lewin and Stuart 2003:79)

it seems that teacher education curricula reflect aspects of their own cu ltural context and
history, and evolve gradually over time. Their development is influenced by many factors,
such as:
•

government policies, w hich may include an ideologica l bias

•

external influences, such as colonial legacies, or international borrowing; these may
come from study abroad, or be brought by overseas advisors

•

visionary individuals among politicians, educationist s or local leaders

•

economic constraints

•

local cultural norms and traditions.
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REFLECTION
Which factors do you think may have influenced the teacher education curriculum in an
institution or country that you know?
lt seems that there is seldom an opportunity to develop a completely new national
curriculum for teacher education. Usually, designers can only make small revisions or changes.
Nevertheless, we think it worthwh ile to discuss here the issues involved in curriculum design,
as well as the problems and constraints.

Some common dilemmas in teacher education
curriculum design
Dilemma 1.: What should be the balance between subject-related studies and educationa l
studies?

slwuidthbcurr~~ioe-le.uninj about"

thb rclwot curr~ ruiljectr or Le.uninj
about" thb tftMty tUtd fYttd:ice- of~?
This depends partly on the academic level at which the students enter, and the school level
at which they will teach. In a po.st-graduate programme, it is expected that entrants have a
sufficient understanding of their subject(s) and that they know how to fil l any knowledge
gaps by themselves. Therefore the courses can focus on professional studies.
Students entering from high school may need to study more subject content, especia lly
primary teachers who have to teach a wide variety of subjects. lt has been argued, however,
that it is more cost-effective to upgrade subject knowledge by keeping would-be teachers
longer in high school, until they reach a certain academic level. Then the teacher education
programmes, which are usually much more expensive, can be shorter and concentrate on the
professional training.

Dilemma 2: What should be the balance between content and methods?
witf.tiJt, ~ ruiljec.t areP.;
Oft,

hour ~tiw.,e, rlwuid be- pe;tt
e-x.ten.diltj f:hb rtu.d.mt'f OU!H/ rui:Jjec.t fotowiedje;
altdlwur~off/~ ~wtderst:tutd

lwurto iHrerfYet tluu: ruiljec.t to clriidre.M
This highlights the difference between 'Content Knowledge' and 'Pedagogic Content
Knowledge' (see Chapter 8). Research indicates that both are necessary: the teacher needs to
understand the deep structure of the subject in order to understand how ch ildren learn it.
PCK includes all the strategies and techniques of explaining a topic clea rly to pupils.
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Sometimes the decision is taken to merge the two. For example, an innovative Bachelor in
Paedagogics degree at the University of Durban-Westville (UDW) in South Africa (a four-yea r
primary teacher education course) took the decision not to separate content and methods,
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even though the entering st udents came w ith relatively low academic achievements. The
courses were named: Science Education, Maths Education, Language Arts Education and so
on. Through learning to teach the subject to children, the students' own understanding of it
was more effectively developed. The tutors modelled many of t he pedagog ic methods t hey
shou ld use with pupils, while teaching them at an adult level. In Botswana, this was done for
science teaching within the Primary Teacher Diploma, although not in other subject s.

REFLECTION
At UDW the same t utors taught both content and methods in t heir subject, in an integrated
way. Is that done in your institution, or are t hey taught as separate subjects, or by different
people? What do you think are the advantages and d isadvantages of each approach?

Dilemma 3: What should be the bala nce between educational theory and educational
practice?

How-~~ slwuU stud.e.ittteachetJ

pe;ui U-v sclwou - f.eanri.itj

thrOUj~d.biitj- fJ..It..d/ww-~~naltheory slt.buidtkey

study U-v co!Uje, f.eanuitj U-v order to a.pply &

lotowiedj~ later?

The debat es are related to the models of teacher education (Chapter 1) and to views of
teachi ng and learn ing, discussed in earlier chapt ers. A craft model of the teacher stresses
practical experience, while t he applied scientist model demands that theory comes before
practice. The reAective practitioner model tries to integrate the two.
Here are some of t he issues being debated in t he context of initial teacher education:

stu.de.H.:tr slwuUb~tP.Mjltttheory U-vtlt.eir
iHiti.attr~ so they cal'f/uo~itto i#foruf.,
tlt.eV t~; theory u to b~a.ppli.edto pnu.:tiu.
~ita£ theory slwuidaru~ out ofpractic.e.J

Stu.d.eitft slwuU f.ear/1/ to teack
first; fJ..It..dtlwt,uo~theory to
Cf"ititJue- fJ..I1..d improt.Je, tlt.eV
prac.tic£,. l/1/ th.i£ caoe, theory would
h~h.tiater, M partofCPD.

rtu.d.eitn slwuidh~h.tto rejlecto/1/fJ..It..d
theoru~ about tlt.eV ~xperWu:.e> irv& ciMsroouu

But they n.eed so~ ld.H.d of3uid.tutce, to tlt.iKiv
effoctWe1y fJ..I1..d rijorouofy.

T~u~m~fo

tea.ch.ers n.eed to
f.ear/1/ sk.i.I.U.

T~ u ~profwio11.f by d.efori.tio/1/

tea.ch.ers n.eed s~ed., theore.ti.cat
fotowiedj~to wt.de.rpirvtlt.eir work.
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REFLECTION
Which of these statements do you agree with most? Why? If working in a group, let
individuals take one of these viewpoints each, and argue the case for it. Take a few moments
to note down the arguments you will make in the discussion.

Dilemma 4: How to make space for everything that a teacher needs to know?

what dwuU h f:tuAjh.t d & ff:ttrt ofPv te.aclu..r'J
careel) fA.I'Ui what

u best f:tuAjh.t tU part ofCPD?

A major problem is wha.t to include and what to leave out of initial training. MUSTER research
showed that many existing ITE curricula are heavily overloaded. lt is as though student
teachers can learn, in a two to three year programme, everything they will need for a 40-yearlong career in education! This is unrealistic and often counter-productive. Students get tired
and stressed and their performance deteriorates. Many topics simply don't make sense to the
student teacher; they learn it to pass exams and then forget it.
For example, some students might not be interested in the details of how to include a
visually-impaired child into a class of sighted children. Three years later, they might have such
a child in their class. If they had access to CPD courses on inclusive education, they could
then learn how to help that child succeed.
This highlights the need for initial teacher education to be part of a continuum of
professional education. The initial education programme concentrates on the fundamentals
a student needs to start teaching. Then CPD courses are designed to develop relevant
knowledge and skills at later points in a teacher's career.

REFLECTION
If your exemplar programme is for ITE, is there anything in it that would be better presented
as part of CPD? Are 2-3 year programmes possible and/or desirable in your context?

Dilemma 5: How to include general and personal education?
How-jar ca/1/ Pv projwion.a.£ trtWW!j projY~J..UUM.e. ~
d.e.veib~renon.a.£ clutracteridia IA.I'Ui attitude->?
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The place of'personal education' has diminished in recent yea rs. Some of the early missionary
teacher colleges in Africa, working within a Christian framework, did endeavour to cultivate
personal values and skills, but such topics are now seldom included in the official curricula.
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Yet they would seem still to have some importance. Almost everyw here, teachers are seen
as role models. When asked to describe good teachers, respondents- whether teachers
or children- always include personal characteristics. They say that: 'Teachers are patient,
kind, help lower achievers, are exemplars of good human values: But there is very little in
the typical teacher education curriculum to help students develop such characteristics. Is it
assumed that good teachers are born this way?
One way is to provide supporting courses, such as basic counselling skil ls, self-awareness
groups, or stress management. Other forms of self-development might come through
music, art, poetry, dance, sport, martial arts or yoga. These might help teachers to become
more rounded human beings, better at dealing w ith stress and less likely to resort to
corporal punishment, more able to inspire their pupils, or to lead in extra-curricular
activities.
Another way is to embed such self-development throughout the course. For example,
educational theory courses might include examining one's own personality. The ethos of t he
whole institution could help to encourage such attitudes.
One interesting example comes from India.

W

Case Study:

\. ~ Bachelor of Elementary Education, University of Delhi

This innovative four-yea r programme is the
first in India to offer professional degree-level
education to primary teachers. lt emphasises
critical thinking, questioning and reflection. In
Years 1-3 student s undertake various forms
of school experience, and in Year 4 there is a
17-week internship.

specialists. The course invites students to look
at thei r own personalities, and their attitudes to
others, particularly children, in depth. lt helps
them to develop qualities such as calmness,
patience, and empathy. For t hose interested,
it encourages t hem to search for personal and
spiritual growth.

An unusual feature is a course of eight seminars
on 'self-development; taught by external
(MACESE 2001)

REFLECTIO N
Does your exemplar programme include anything that helps students develop persona lly? If
so, how? If not, how important is this and what might be done?

Dilemma 6: What is the shape of the curricu lum: developmental, spiral or modular7

s/wuU rtud.e.Ktr a.itfoli.bw-tv ~
pattu-n, or rlwuU they be-ai.Wwed
topick t<..IUi clwore-?
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Another set of choices is about whether the curriculum content should be developmental
or modular. A developmental curriculum is designed so that the whole cohort of students
passes through the same experiences together in the same order. There are few, if any,
choices for individuals to make. Often such a curriculum is conceptualised as a spiral: topics
covered in Year 1 are revisited in Year 2 at a deeper or more extensive level, to match the ways
in which students' understanding has developed. Students normally have to pass all course
components- though these may include resea rch assignments or extended essays on topics
of their own choice. In the UK, this has been the predominant model, and it has been copied
by teacher education colleges in many ex-colonial countries.
By contrast, a modular curriculum is organised so that individual students can, within limits,
take different parts of the programme at different times. To graduate, a student will simply
have to accumulate a certain number of credits.There may be compulsory courses, especially
in Education Studies, but also many electives. For example, a student teacher majoring in
history might have to take only three history courses out of a choice of six or seven. In the
USA, teacher education programmes are often of this type, ref1ecting the organisation of
their universities. In some developing countries, this pattern is likely to have been introduced
into university departments of education. lt can also be found in part-time and distance
programmes.

REFLECTION
Is your exemplar curriculum modular or developmental? Which do you think is most
desirable, and why?

·---·-·-·-··---·. -·. -·...--. ---. --·-·--·---

Dilemma 7: How can the practicum be fitted in?

wlwt; where- tJJtd lwwdb ~ studeJttr3et ~
o~rtwr..ii:ie! to 3~ prad:icat e-xperie.lt,cM

At the beginning of the 21st century there was, in industrialised English-speaking countries,
an overall trend towards increasing the amount of practical school-based experience in
teacher education programmes. This is in line with the social constructivist theories of
knowledge and of learning discussed in earlier chapters.
There are, however, still dilemmas over the timing of such experiences: should they be
concurrent, as with the B. Ed. and mixed-mode models, or should they be consecutive, as in
the Post-Graduate Certificate in Education and some of the internship models?
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Even when they run concurrently, there are decisions to be made as to how far the
practicum can be integrated with campus-based studies. In the Namibian Basic Education
Teacher Diploma (BETD) there was a move away from the traditional block practice and a
desire to use 'school experience' in more varied ways to integrate theory with practice. But for
one college, sited on the edge of a regional town, there were only four or five primary schools
near enough to the college to allow close links between them. This meant that one primary
school of 1500 pupils might host around 30 student teachers at a time.
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Some- CAJUI1J;rieo ~very Larje, TEC; to ;~
IWJitef'j would it be- bettu to ~ m.tJY~
rt4UJ.Lter CAJtleju withdbru Wtfcr to rdwou?

REFLECTION
What are the particular constraints in your context on working with local schools for the
practicum?

Dilemma 8: Reproduction versus innovation?

slwuU tfte, curric.ulauv tr~ teacltur to tW.£ with tfte,~
tJ..IUi fcMOU M titey ttYe- MW) OY r/wuU it prepare- t:/wu.,
to hP.jelfi:r ofcluutje-a.ndi.Juwv-arm?

Schools often expect Newly Qualified Teachers to bring new ideas and methods with them.
On the other hand, new teachers are badly placed to lead changes. They are usually young
and may have little power or status within the school.

·-·--·--·-· -------·. -·-·------·----------.

ACTIVITY

____ __ __ ___ ____

Rank these eight dilemmas in order of their importance for you. Does the order change
depending on whether you are thinking about
ITE or
CPD? ,
,_,
, ,
,

Influences and constraints on curriculum
development
lt is not only professional dilemmas that affect teacher education programmes.
Curricu lum developers work within many other constraints- economic, historical
and cultural for example. These w ill influence the direction and pace of change. Some
examples are:

Economic: Teacher education is frequently expensive, particularly if the courses are
residential and if tutors have to travel long distances to supervise students. For this
reason, a number of developing countries have cut the length of residential programmes
and moved training partly into schools; Zambia is one. Others have set up distance
learning programmes (Distance Education is discussed in Chapter 10) or mixed mode

12 7
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programmes like the former MIITEP in Malawi. In some cases, shortage of time or money
may force curriculum developers to radically rethink the whole programme, with positive
results. In other cases, people may just try to cram all the old content into a shorter time.
This often does not work out well.

Infrastructure and vested interests:The existing institutions often act as a brake on
change, or push new courses into old channels. This is particularly problematic if there has
been much investment in colleges. If teacher education is moved into schools or even
into universities as in South Africa, what is to be done with the college buildings and, more
crucially, their staff? Few tutors would want to design a curriculum which put them out of
a job!
Traditions: Historical and cultural norms about what teacher education is and how teachers
learn also subtly influence design and development. What 'has always been done' can seem
the right, the best or indeed the only way of doing things. Stakeholders often find it difficult
to conceive of any alternative, so they end up making very small changes which may not
meet new needs.

Politics: Teacher education is often a contested arena. In the UK, Margaret Wilkin has
documented how practices and policies changed according to outcomes of debates and
pressures between the governments of the day and educational professionals in universities
and colleges (Wilkin 1996). Donors and development banks also have an influence on teacher
education in many developing countries. Often the Ministry of Education is more powerful
than the professionals, and at the same time more conservative, so teacher education tends
to alter very slowly. In some places, such as Latin America, change has come from radical
teachers' groups. (Avalos 2004)

A further dilemma: Radical or incremental change7
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A radical change in government can also stimulate a dramatic shift in teacher education.
Two recent African examples are Namibia after independence, and post-apartheid South
Africa. In both cases, the whole of teacher education was radically transformed. The problem
here is that some tutors may not understand it, nor want it, and there is not enough time to
help them adjust their practice. Then the new programme does not achieve its aims, and is
declared a failure.
An alternative approach is to introduce reform gradually, building on local good practice, so
that tutors have time to experiment and alter their teaching. The danger here is that some
things and people don't change at all and these can hold back the reform for a very long
time.
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Two case study examples show different policies in action.
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Case Study:
Namibia (see Zeichner and Dahlstrom 1999)

When Namibia became independent in 1990,
the new government decided to transform
the whole education system. The underlying
educational philosophy was based on 'learnercentred education, developmental theory and
a constructivist approach' (p. 39). Unusually,
they began with teacher education, which thus
became 'the spearhead of the reform' rather than
an afterthought (see Chapter 12).
In 1993 the three-year Basic Teacher Education
Diploma was introduced. This aimed to
change 'the mindset of the teacher as a

passive and unreflective dispenser of received
knowledge ... [to that of) a critical inquiring and
reflective professional' (pp. 64-5). Students spent
substantial periods in school each year, during
which they had to carry out 'critical practitioner
enquiries: first collecting information about
how the pupils learnt, and then doing action
research into their own teaching. lt proved in
practice difficult to implement, but there was
enough pol itical will among teachers for many
elements of the reforms to survive.

Perhaps more typical is the case of Lesotho. Here there was a fairly rad ical break after
independence, but since then changes have been slow and incremental.

Case Study:
The development of primary teacher education in Lesotho
After Independence the government closed all
the church-run teacher training colleges and set
up (in 1975) a National Teacher Training College
(NTIC) on a secular basis. The curriculum was
strongly influenced by competency-based,
skills-oriented practices from the USA, and by
the behaviourist view of teaching. The student
teachers, who entered with a junior secondary
certificate, studied subjects and methods
separately, along with educational foundations.
The second year, out of three, was spent teaching
under supervision in schools.
By the early 1990s there was dissatisfaction with
the standard of NTIC graduates. A new threeyear Diploma was introduced, for entrants with
the Cambridge Overseas School Certificate.
Consultants came from Ireland and drew on
cognitive/constructivist models of teacher
development. The College was renamed Lesotho
College of Education to emphasise the wish to
move away from training towards professional
education.

A local educationist created a set of overall aims
and objectives based on a 'reflective practitioner'
view, but the subject-specific syllabi were written
along behaviourist lines, similar to those of the
previous curriculum. More emphasis was put on
subject knowledge, and on foundation subjects
such as psychology and sociology, along with
study skills. Time allocated to methods courses
was decreased. There was 15 weeks of teaching
practice, in two blocks. Most staff remained in
post and no professional development was
offered to help them implement the changes.
Observations in classrooms suggested that
although the content of the syllabi changed to
some extent, teaching and learning styles, and
assessment procedures, did not. Analysis of the
curriculum showed a number of mismatches
between the overall aims and the other elements
of the curriculum strategy.

(Based on MUSTER research papers; see Lefoka et al. 2000; Lefoka and Stuart 2001)
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REFL EC TIO N
1. When did the teacher education curriculum last change in a country you know?
How far-reaching were the changes? In your view, how beneficial were they?

2. Do you think it is better to make small step-by-step changes, or to undertake a
full-scale reform?

Where to start: designing ITE
All the stakeholders involved in curriculum development - college tutors, university
lecturers, politicians, teachers' unions, parents, school administrators and so on- should
be aware of such influences and constraints. However, we believe it is important
that teacher educators, in particular, reflect on and regularly review their curricula.
Sometimes this might just involve small improvements in teaching, based on the
experience of last year's seminars; at other times a more far-reaching review might be
necessary.
As we have said, there is no perfect template o r model. Dilemmas seldom have a neat
solution. All one can do is recognise the tensions and find a balance that meets the most
important aspects. The following principles are put forward in response to some of the
dilemmas outlined above, as a basis for discussion and reflection.
We suggest that an effective initial teacher education curriculum would:
1•
1

I
•
•

Take account of what kinds of students are likely to enter, what academic levels they
have achieved, and what their needs are.
Decide first on the desired aims and outcomes- whether expressed as standards,
competences, or other kinds of achievements- and keep these always in mind.
Ensure the different components of the curriculum form a consistent and coherent

strategy
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•

Be concerned with the development and use of the many different kinds of knowledge
required by teachers: theoretical and practical, content-based and methods-based.
For example, student teachers need some conceptual understanding of how children
learn, but they also need to know how a particular child, in a particular class, is likely to
learn each subject best.

•

Be spiral, so that concepts are revisited several times over the programme, each
time at a deeper level of understanding in the light of practical experience. This
would mean, for example, that a topic like assessment would be treated in each
year of a three-year course, but from different angles, for example using the
students' own practical experience in Year 1, exercises carried out during teaching
practice in Year 2, and a more theoretical overview in Year 3. In a one-year course
the topic could be included each term.

DESIGN AND DEVELOPMENT OF TEACHER EDUCATION PROGRAMMES

•

Be developmental, in that the students' progress towards desired outcomes is
regularly assessed against clear indicators of the level of competence expected
over the course. For example, by the end of Year 1 students should be able to plan
a basic lesson; by the end of Year 2 they should have planned and carried out a
number of different types of lesson; by graduation they should be able to evaluate
their own classroom performance in the light of certain principles of good
teaching.

•

Respond to, but also be designed to improve, the education system of which it is
part. Student teachers need to be able to teach the present curriculum but also see
themselves and their classroom in a wider context. Teachers have to be capable of
adapting the school curriculum and their teaching to changing ci rcumstances in
schools and in the wider society.

•

Integrate theory and practice. This can only be achieved if the practicum is placed at
the heart of the curricu lum, so that student teachers spend a significant proportion of
their time working with pupils.This practical experience should then relate back to the
more theoretical parts of the curriculum. As students reflect on their practice, they will
develop their own personal theories of teach ing.

REFLECTION
Do these principles for the ITE curriculum apply where you work? What would you add, or
take out, if anything?

·---·--"-""___

_____

,

Figure 9.1 uses the curriculum components discussed in Chapter 8 and shows how they
could be used in designing a programme along these lines. There is an activity based on this
at the end of the book.
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Figure 9.1 Designing a teacher education curriculum
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Where to start: designing CPD

®

REFLECTION
Which of the principles outlined above might apply to CPD, in whole or in part?
lt is more difficult to generalise about CPD programmes and courses, since they cover a wider
range of purposes than initial qualification. We hope that the ref1ections and activities in th is
book will themselves give you a repertoire of CPD ideas that you could adapt for different
groups of teachers and for various purposes. From our own experience and recent research
we suggest the following general guidelines:

Career-long learning
As a general principle, plan CPD courses to help teachers become life-long learners. CPO
should take place at regular interva ls, build on what teachers learnt in ITE programmes and
help them further develop their professional understanding.The first year of teaching is
particularly important. Some countries provide an induction programme with a mixture of
in-school support from a mentor and local meetings for newly qualified teachers (NQTs) from
several schools.
Start where the teachers are
Carry out a carefu l analysis of the teachers' professional learning needs. These might be
for subject knowledge up-grading, training to meet curriculum changes, new teaching
methods, or to prepare for new posts of responsibility, such as head teacher, inspector or
advisor.
Be realistic
Take into account the realities of the classroom environments and teachers' already busy
lives. lt is better to have more modest objectives that can be achieved, than to aim for
some impossibly idealistic target. Courses must take into account local resources available:
methods using computers are demotivating when many schools only have blackboards
and chalk.
Build on good practice
Help teachers to share what they already do well, evaluate the usefulness of outside solutions,
and develop their own ways of improving practice. In many developing countries there has
been relatively little research into teach ing and learning strategies that work in local contexts.
Here, there is a particularly strong case for CPD that includes teacher research, ref1ective
practice and teacher networking.
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Pedagogic processes
Be clear about the kinds of learning you aim for, and link these to the models and theories
discussed in Chapters 3 and 4. For example, the Joyce and Showers' coaching model, (see
Chapter 3) and the Kolb experiential model (see Chapter 4) are useful for CPD. In general,
social constructivist approaches are most appropriate for these adult learners. lt is important
to aim to empower the teachers to continue learning both independently and collaboratively
with colleagues.

Consider the needs of the school
Use CPD for all staff together to raise standards of teaching and learning throughout the
whole school. This helps the school become a 'learning community' based on reflective
practice. There may, however, be tensions between the felt needs of individuals- perhaps
wanting to further their own careers- and the needs of the school, which might want them
to retrain in a new subject.

Sustainability

.

Build follow-up support into the course design. Much of what is learnt in 'trad itional'
CPD is not implemented when teachers return to their classes. There are many reasons,
including lack of appropriate resources, pupil opposition, limited teacher confidence,
time pressure, indifference or even hostility from col leagues, who might feel threatened
by change.

REFLECTION
Think of as many different ways of organising follow-up support as you can. Which of these
would be useful where you currently work?

Case Study:
(c)
'!:../

Teachers' mimicry

Mattson and Harley (2003) writing from
experience of South Africa, emphasise that
CPD must start from and develop teachers'
views of who they are, and who they can
imagine themselves being. The authors found
teachers adopted the strategy of 'mimicking'
the type of teach ing recommended without
internalising it. Perhaps it was because they

were not truly convinced of its relevance to
them and their school, or perhaps because
they did not always fu lly understand the
reasons for the underlying policy changes. This
sometimes happens when new methods are
imported from elsewhere without considering
how well they would fit in the new context
(see Chapter 10).

Consider gender and other inclusion issues
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Ensure CPD programmes are accessible and relevant to men and women, to disabled
teachers, and to teachers from all ethnic groups. For example, will a one-week residential
CPD course free female teachers from household responsibilities so that they can
concentrate on learning, or w ill this design mean that those with young children are
unable to attend?

DESIGN AND DEVELOPMENT OF TEACHER EDUCATION PROGRAMMES

Evaluation
Monitor and evaluate the impact of the courses. This is sometimes easier in CPD than in
ITE programmes. The evaluator may be able to observe the teacher in t he same school,
both before and after the course, to collect evidence of changes in teaching practices, and
perhaps even in pupils' results. Discussion w ith teachers, and longer-term evaluations are also
important.
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REFLECTIO N
Which five of the above guidelines do you consider most important? Why?

f - \ Case Study:
\C.

CPD as an integrated part of school reform: the 'new school' movement in Latin
America

A successful model of large scale CPD
was developed in Columbia ('Escuela Nuova'
Project) and later in Guatemala (Nueva Escuela
Unitaria programme). Teacher development
was seen hereaspartofan integrated programme
to transform rural, mostly mu ltigrade, schools.

•

close links between theory and practice;
the teachers were treated as 'reflective
practitioners'

•

'teacher circles; in which 'groups of
teachers
participated
in
analysing,
st udying, reorienting and validating
curriculum materials'

Key elements were:

r-- - -

-----------~--

•

a philosophy of democratic participation,
community involvement and learning
from
experience,
combined
with
charismatic leadership

•

practical classroom support, including
books, teaching aids, and teachers' guides
showing how to plan lessons using the
new methods

•

a clear vision of what was rea listic and
applicable in the local context

•

continuing support and development for
the teachers.

(Teacher Development: Making an Impact, H.J. Craig, R.J. Kraft, J. du Plessis, World Bank 1998:78-91)

Concluding comments
This chapter has been about dilemmas and difficulties, as well as about design and
development. In some ways it has expressed a contradiction. On the one hand we have
said that teacher education tends to be conservative. Research show s that curricula
usually change very slowly. We highlighted some of the constraints, both from within
the society, and internationally. On the other hand, we have put forw ard a design
model and urged teacher educators to keep developing their initial teacher education
programmes. This represents perhaps the most important dilemma of t hem all: how
to learn from the past and yet to move forward using the opportun ities in today's
globalising world.
Throughout the book, we have argued that teacher development is a lifelong
process. Well-organised and regular CPD can have a significant impact on teaching
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and learning because it is tailored to the needs of both teachers and schools.
Unfortunately in many countries far more money and efforts are put into residential
campus-based ITE programmes than into supporting and developing the teachers
already in th e schoo ls.

®

REFLECTION
In your country, is more emphasis put on ITE or on CPD? Do you think the balance is
appropriate? Why or why not? What are t he factors that have inf1uenced the balance in your
country?
The next two chapters pick up some of t hese themes. Chapter 10 looks at ways of
developing teacher education through open and d istance learning, and Chapter 11 discusses
international inf1uences on the curriculum.
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Chapter 10

Teacher education
through open and
distance learning

Overview
In this chapter we look at:
•

what open and distance learning (ODL) is

•

how useful ODL is for educating teachers

•

the role of a teacher educator in ODL

•

the uses of information and communication technologies (ICTs) in ODL for teacher
education

•

how teacher educators can learn more about ODL.

Introduction
Open and distance learning (ODL) is increasingly used to educate teachers in many countries,
but there is often little professional development for the staff who teach by distance. This
chapter looks at teacher education from the point of view of these staff- the teacher
educators.
In education today, information and communication technologies (ICTs) are revolutionising
ways of teaching and learni ng. ODL often exploits these new developments and so this
chapter will also serve as a brief introduction to some of the possible uses of ICTs in teacher
education.

What is open and distance learning?
ODL has a long history. For example, the University of South Africa (UN ISA) began offering
correspondence courses by post to non-residential students in 1946. Today, ODL is changing
and growing as it makes use of new ways of getting information and communicating over
great distances. But, what exactly is ODL, and how does it differ from face-to-face education 7
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ACTIVITY
1. Look at the words and phrases below and tick or list those that you think describe ODL.
Computerised

Innovative

Multi-media

Second-best

Good for women

Good for rural teachers

Lonely

Traditional

High status

Convenient

Face-to-face

Rewarding

International

Open learning

Correspondence course

Motivating

Good for initial teacher education

Suitable for INSET/CPD

Hard to complete

Cost-effective for governments

Challenging for tutors

Big business

Expensive to set up well

Expensive for teachers

Poor quality

Good way to get promotion

2. Look at the words and phrases you have chosen. Do you have a generally positive, a
generally negative, or a mixed view of ODL? There is no 'correct' list. Your view of ODL is
likely to depend on how it works in your situation.
----"~"""'""''"""'"'-·---""'"'""""'"""""'"""
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ODL has often been defined by contrasting it with face-to-face classroom-based education.
The key feature of distance learning is that there is some physical distance between the
teacher and the students. Bernadette Robinson defines it this way:
... a teaching-learning system or process in which the teachers and learners are physically separate for
some or all of the time, and where learning materials take on some of the role of the traditional teacher.
(Robinson 1997:122)

Good quality distance learning often also aims to be 'open learning' - meaning that it is
accessible to as many people as possible. Open learning gives tutorial and other support
so learners have the best chance of success. Student teachers with a weaker academic
background might, for example, take an extra course in mathematics. Open learning also
often recognises relevant prior work and study experience and gives course credits for this,
so that people can gain the qualifications they need efficiently. Open learning often uses
the f1exibility of distance methods and so they are often thought of together as 'open and
distance learning:

Key features of ODL
Learning materials are even more important than usual- they have to do more of the work

of a teacher than in conventional classrooms. Because of their key role, learning materials for
ODL often use several media to get their message across, such as textbooks and workbooks,
television and radio broadcasts, audio- and video-tapes, and various computer technologies.
Pedagogy often becomes less teacher-centred, and more resource-centred. If these resources
are well-designed they can provide activities to help the learner make sense of the material
for themselves, and so be more learner-centred.
Face-to-face contact is usually less than in classroom-based education. As a minimum, the
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provider will usually send out materials, receive assignments and give some form of certificate

TEACHER EDUCATION THROUGH OPEN AND DISTANCE LEAR NIN G

at the end. The better programmes provide support that ensures t hat most of their students
complete their studies. Many programmes include some time when students meet tutors
individually, or meet other students, with or without a tutor. As a rough guide, distance
education is sometimes defined as a programme in which 70 per cent o r more of expected
study hours are taught by distance. Contact and support can be easier to organise with new
technology.

The physical distance betw een learners and teachers means that there is also often a time
difference between the act of teaching (w riting materials, writing comments on students'
work) and the act of learning (reading materials, listening/watching radio and television
broadcasts, writing assignments and receiving comments on them). Now adays, however,
there are t wo-way technologies such as telephones, and computers with internet access.
These allow teaching and learning sometimes to happen at the sa me time, even over a
distance of many kilometres.
Flexibility is another key feature of ODL. People can mostly study at a time and place t hat fits
in with the rest of their home and work comm itments. In some places distance learning is sti ll
often seen as second-best, pa rtly because some programmes have been poor quality, offered
little support from tutors and had high drop-out rates. Where there is good internet access,
ODL is becoming the first cho ice of those w ho wish to continue w ith their careers while
studying.

ODL aims to increase social justice by giving educational opportunities to disadvantaged
groups such as women, poorer people, ethnic minorities and those living in remote places.

How does ODL differ from face-to-face education for student
teachers?

ACTIVITY

Imagine a crowded lecture hall filled with row s of student teachers. They are busily chatting to
each other about their three-w eek teaching practice placements which have just been posted
on a notice board. At 9 a.m. their tutor enters the room, they q uieten down and for t he next
hour only the odd whisper is heard among them. The tutor starts his lectu re and continues for
50 minutes. The student teachers write furiously tryi ng to keep up wit h t he lecture. At the end,
the tutor asks if there are any questions. Some students look back over their notes to see if they
appear to make sense. If not, t hey wil l take their questions privately to the tutor as he packs up
his things, or go to his office in the afternoon. The tutor sets an essay to be handed in when
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they next meet, and then allows the student teachers to leave. They have a busy morning of
lectures and seminars, and then eat lunch in the student dining room. In the afternoons they
have time for private study, sometimes working together in small groups.

Now, imagine a student teacher on an ODL programme. A woman in her mid-20s sits at a
small desk with a book labelled Student Teacher Handbook open in front of her. On one side of
her, behind a curtain, a small child lies sleeping on the bed. Her husband works away during
the week so she does not need to make too much effort with supper and the evenings are
her own. She decides to work until she has finished the next two self-study units. Then, next
week she will be ready to start the assignment that must be in by the end of the month. She
makes a note of two or three unfamiliar words, ready to discuss at school tomorrow with
another unqualified teacher who is studying the same programme. If her friend does not
know the words, they will ask the older qualified teacher who works with them in Grade
1. She reads about a new way of teaching subtraction, and decides to try it out in her next
mathematics lesson. If it does not work well, she will be able to ask the advisor about it at the
monthly meeting for student teachers in the local cluster of schools. Towards the end of the
evening, tiredness washes over her. Her days are long and busy, but she tells herself it will be
worth it in the end. She pictures herself receiving her teaching certificate and dreams of the
better life she will make for her daughter with the extra salary.
Compare these two brief views of teacher education programmes.
What are the similarities and differences for the teacher educators and the student teachers?
For example, consider:
a) who the teacher educators are, what kind of work they do and what their relationship is
with the student teachers
b) when and how the student teachers are learning, and how much choice they have in this
c) what opportunities the student teachers have to learn from each other.

Where is the dividing line between distance and face-to-face
education?
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The activity above describes two situations which are clearly very different. There are,
however, few educational programmes that are completely taught by distance, and few that
are completely taught face-to-face. Even traditional schools and colleges give homework
which students do without the presence of a teacher. So, the amount of teacher-time and

TEACHER EDUCATION THROUGH OPEN AND DISTANCE LEARNING

support t hat students get varies from programme to programme. Some programmes are
called 'm ixed-mode' because they mix both face-to-face and distance modes of education.
These include periods of studying by distance, and some periods of studying full-ti me
at college, perhaps in the school holidays, or for one term. lt can be useful to think of a
continuum of teaching and learning programmes (see Figure 10.1 ).
Figure 10.1 The continuum of educational provision
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How useful is ODL for educating teachers?
ODL is often recommended as a way of helping large numbers of teachers gain their initia l
qualification, and as a way of helping qualified teachers develop professional ly. Many
expanding education systems face the problem of a limited supply of qualified teachers,
particularly those who are willing to work in remote schools in rural areas. As a result,
unqualified teachers are frequently recruited. ODL appears to be the answer to the problem
of how to educate these teachers wh ile keeping them teaching in classrooms. ODL is also
used in many countries for continuing professiona l development. But how suitable is ODL fo r
educating teachers? This section looks at some of the key arguments for and against the use
of ODL for teachers.

Key arguments for teacher education through ODL
There are a number of arguments for using ODL to educate teachers:

Access to relevant teacher education
•

I•
•

i•

•

ODL can be used on a large-scale and over a w ide geographical area. Teachers who do
not live near a town with a col lege or university can still live at home, work and study.
Serving teachers do not have to be absent from school for a long period.
lt is less disruptive to family life than a residential cou rse. This is often an advantage to
women who have young chi ldren. In some countries female teachers are less-qua lified
than male teachers, and so t hey are more likely to need to upgrade their qualifications.
ODL gives teachers a wider choice of prog ram mes than those available at the local
college or university. This is useful for continuing professional development (CPD) as
teachers often want to specialise in a particular area as their careers progress.
Teachers and teacher educators can enrol at overseas universities and gain
internationally recognised qualifications. Distance fees are often less than face-to-face
fees, and there are few if any travel and subsistence costs.
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I •

lt can be more flexible when learners find their personal or professional lives change.
Some programmes allow learners a long period over which they can complete their
study. So if they have a baby, or have to ta ke charge of a school as acting head teacher,
they can stop and restart when they have more time.

The process of teaching and learning
•

Introducing ODL gives an opportunity to develop new ways of teach ing and learning.
Because·it is a different style of teaching, it can be a stimulus to reorganise existing
material, or to devise a new teacher education curriculum. lt is also an opportunity to
try out new media such as television, radio, the internet, etc.

•

When student teachers and serving teachers are studying as they work, there is a short
time gap between learning about new ideas and having an opportunity to put them
into practice.

•

ODL can support a programme of mainly school-based teacher education for
unqualified teachers. This is particularly useful when there are few qualified teachers in
schools to support the unqualified teachers.

•

ODL can support head teachers who run whole-school development programmes in
their schools.

•

ODL can be more adapted to individual students' learning styles. Students can choose
whether to study early in the morning or late at night, and how, and to some extent
how fast they work through the material. (There are usually some deadlines for
assignments so that students know they are making progress and stay motivated.)

Key arguments against using ODL for teacher education
As is the case in many areas of life, some of the same factors that are an advantage to one
ODL student, can be a disadvantage to another.

Access to relevant teacher education
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•

Teachers working in remote schools might not have easy access to libraries, group
tutorials, telephones, the internet and other support for their learning. Even the core
distance learning materials might be hard to get hold of if the postal service is slow
and unreliable.

•

lt can reinforce the unequal position of women in society by allowing them to study in
isolation for qualifications that are sometimes seen as lower status than those given by
traditional colleges and universities.

•

Individual students can find themselves paying more for their education if they study
by distance. Government programmes often pay student teachers' fees but sometimes
ODL transfers other costs of education to individual teachers and away from the
Ministry of Education. Teachers might need to pay to travel to seminars, or they might
need to buy a computer.

•

Distance programmes run by overseas universities and colleges might not be useful
for teachers in some countries. The programmes might not be relevant to the local
curriculum and pupi ls. The qualifications gained might not be nationally-recognised
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for promotion. The language level might be difficult for teachers or teacher educators
studying in their second or third language. The expectations of independent resourcebased learning might be difficult to adjust to if tutor support is limited.

The process of teaching and learning

®

•

While for some women ODL offers their only chance to study, for others, it means that
they have four or five 'jobs' to do- teacher, mother, wife, part-time farmer and student
instead of being able to concentrate on being a student by attending residential
college.

•

Motivation is a key difficulty with distance learning. lt can be hard to keep studying
without the deadline of preparing for the next class you will be attending.

•

Related to this is the desire for the company of other students. Other students can help
explain difficult ideas, provide examples from their own teaching experience and give
friendship and encouragement.

•

Teachers who are working ful l-time in school might find it hard to prepare and mark
pupils' work adequately while having to study in the evenings.

•

Learning materials usually take more time, skill and money to write and produce than
those for face-to-face learning. ODL is not always cheaper for a government wanting to
get large numbers of teachers qualified in a short space of time. The initial investment
in writing and piloting good quality materials is high.

•

The tutor is not there as the student teacher learns, to adapt the materials if the
student teacher finds them difficult to understand or not applicable to their situation.

•

lt is hard to assess and advise directly on teaching practice from a distance. lt is
sometimes therefore necessary to employ local tutors and/or collaborate with advisors,
inspectors and head teachers.

•

Many organisations offer programmes by ODL. lt can be difficult for teachers to find
out if a programme is good quality and suitable for them before they pay their fees.

REF LECT IO N
Look back over the advantages and disadvantages of ODL for teaching. Which of them are
most relevant in a country or region that you know well? Which of them are least relevant to
that situation?

A CTI VIT Y
Gender and the arguments for and against teacher education by distance
Think of an ODL programme, preferably one for teachers/student teachers that you have
experience of as a learner, tutor or designer.
a) Note down how many of the arguments for and against distance teacher education
applied to this programme.
b) Put a 'W'for any argument that would particularly apply to women.
c) Put an 'M' for any argument that would particularly apply to men.
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d) If possible, discuss/compare your answers with a colleague who knows the same
programme.
e) How much do you think the designers of the programme and t utors on it were aware of
any differences between the advantages and disadvantages for men and women? How
could it be made more accessible for both men and women?

rc

The case study below is an interesting example of a national prog ramme that used a
combination of distance and face-to-face education.

I Case Study:

V

MIITEP, Malawi

MIITEP (Malawi Integrated In-Service Teacher
Education Programme) was a collaboration
between the Malawian government and a
German development agency, GTZ. lt was
funded through a loan from the World Bank. In
1994 Free Primary Education was introduced in
Malawi and over a million extra pupils quickly
enrolled in primary schools. Thousands of new

teachers were needed to teach them, and so
many unqualified teachers were recruited. MIITEP
started in January 1997 and ran for several years
with the aim of training 15-20,000 unqualified
primary teachers. These teachers had either a
junior (two-year) or a ful l (four-year) secondary
education certificate.

How was MIITEP organised?
Table 10.1 Overview of MIITEP
Duration
Location

3 months

Teacher
education
colleges

21+ months

Primary schools

Residential
course

-

Assessment
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Teacher
development
centres

Teacher education
colleges

Student Teacher Handbooks 1-5

Learning
material
Activity

6 weeks

Return to teaching
job
Self-study
Teaching practice
supervision from
qualified teachers,
primary education
advisors and college
tutors

Assignments and projects
Teaching practice

The table gives an overview of MIITEP. lt was
a mixed-mode national programme which
combined residential study with distance
learning. Malawi had six colleges for primary
teachers located across the country. The existing
tutors in these colleges taught on MIITEP. All other

12 zonal
seminars

Residential revision
course

Final examinations

programmes of primary initial teacher education
were discontinued. MIITEP centrally produced
five Student Teacher Handbooks which gave
detailed instructions and content for every faceto-face college seminar and self-study unit for the
12 subjects on the teacher education curriculum.
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Some of the college tutors were part of the writing
teams that produced these handbooks.
Each of the six col leges h!3d around 500 student
teachers enrolled on a three-month full-time
residential course. These student teachers were
taught a range of courses by the full-time tutors.
They studied over a thousand pages contained
in Student Teacher Handbooks 7-3. When the first
group of 3000 student teachers left the col leges
to go back to their schools, the Ministry of
Education sent another 3000 student teachers to
the colleges for the next three-month residential
course.

The student teachers returned to their jobs with
two further handbooks as self-study manuals.
They studied while teaching and were expected to
have support from qualified colleagues in school,
and in-school supervision from Primary Education
Advisors (PEAs) and visiting college tutors. In
practice, this was sometimes hard to organise.
Students completed projects and assignments
during this school-based period. The intention
of MIITEP was to provide regular supervisory
visits and local seminars. After five or more terms
teachi ng and studying, they returned to college
for around six weeks for revision and to take their
final examinations.

(See Stuart and Kunje 2000, Kunje and Chirembo 2000 for details)

®
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REFLECTION
The quantity/quality trade-off: MIITEP was one solution to the teacher shortage that
used a large element of distance learning. What do you see as the main advantages and
disadvantages of the MIITEP programme?
Important questions to ask when evaluating a programme such as MIITEP are:
a) What other kind of teacher education programme could have done a better job of
dealing with the teacher shortage?
b) How can student teachers be best supported in their learning wh ile they are based in
schools?

Challenges in the implementation of ODL for teacher education

ACTIVITY
Study the discussion on the following page. Draw a table like the one below and use it to
make a list of the problems that the tutors are talking about. Next to each problem, suggest
something the tutor could do to respond to the problem.
Problem

What could the tutor do?

Have you ever felt like any of the tutors in the picture when change has been introduced? Did
your opinions change as you got used to the change?
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Teacher educators who have worked in colleges for years are sometimes expected to sta rt
teaching by distance with only a few short workshops to guide them. In this situation, the
teacher educators can find it hard to manage the change to ODL.

l doff/'t lotowm.y stu.d.eKtr M weLt M l u;ed to. My job ui1d
fO Yewa.rd.bt.j tUtfU{.()Yf, b~e, UJe- only fe,e, tJr.e_ studeKtr
ftY dwrtperwd>. I doff/'t re,e, tlr.e- stu.d.eKtr off/ te.aciWrj pradic.e- ro
it u /w.rd to yefde, tlr.e- tltMry I te.ac/t, to their pr~Ui:ice.
T/ure, u ro nu,u:.h,wodc ~tlti£ ODL. £~ u
doff/'t fotowwlr..ar I a.uc.,doi~rj tUUiitta./w ro nu,u:.h,
Witjer. FoY e-x~ ~I WYite- CIJUU4UI1i;r off/ stude;rH

c~wtji#j, I

Mfij~l~tO~fUYe,[a.uc.,rode.Mb~e,[

woH)t rwtlr.e-stud.eJttr~to-.fo.ce,m//JvtutoYialto e,x~

The, stud.eJttr we-jet Off/ tHM
d.UtaKce-projY~a.nMfM

stYOitj M tJr.e- stude.Ktr we- hA_d
1S yeur P.jO ~I started at
tlr.e- CIJ!ieje-. Th.Me, stude.Ktr todo.y
did Mf do weLt at recolfd.a;y rclwot
tft.en.ueWe£. Nowtkey an tryilrj
to study bu:ttkey a,ye,J.istya.d:ed
by tluirjobr tUUitluir~·

We,~ to u;e, C1JJ1<.fUI:er>
joY ODL.l a.uc.,M/r.am.edto
ray t:I1At tlr.e- stud.eJtt teacken
tUUi tlr.e-yoUifjer tutoY> lure,
r~to be, ab~ to do tHM

nu,u:.h, better~ me,.

The, studeKtr Off/ tJr.e_
di.daKce-fi'OjY~ ~a./£
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wurU<Uifiedteaclurr. They tiWtk
tkey lotow wlr..ar rclwou a,ye,
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There are often short-term problems when any change is introduced. Change is inefficient
and is usually more work for everyone as they learn their new roles. A new way of educating
teachers needs the commitment of the tutors. lt is only likely to get this if tutors understand
the need for the changes to their work. Reasons for using ODL in teacher education are well
set out in Perraton et al. (2002).

How effective is ODL for teacher education?
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Can every aspect of the teacher education curriculum be learnt by d istance, or are there
aspects of teacher education that need to be taught face-to-face? In ea rlier chapters
we looked closely at how people learn to teach, and what they need to learn to do this.
Bernadette Robinson has analysed how distance learn ing can help servi ng teachers with
different aspects of their professional development. Although this table focuses on CPD,
much of what it says also applies to ITE.
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Table 10.2 Can distance education provide effective elements of in-service teacher education and
training? (Robinson 1997)
Effective elements of
In-service teacher education

1. Exposure to new theory or
techniques

Distance education's capability to provide them

provide materials for wide and rapid dissemination.
• Can
Can create good quality learning materials explaining new
theory and techniques, and illustrate them, using print and
other media .
Can draw on 'best experts' or 'best practitioners' to
• contribute
materials, and provide a wide variety of ideas and
techniques.

2. Demonstrations of their
applications

Can demonstrate through print (case studies , examples of
• teachers'
work) and through audio and video materials.
Can illustrate teachers and children at work in a variety of
classrooms and in discussion with each other; can
include 'teachers' voices' and their real concerns in the
materials .
Can show a wider range of practice and contexts than a
• teacher
would otherwise have access to.

3. Practice by the teacher

support a teacher's practice by structuring teaching
• Can
activities in self-study texts and guiding the teacher
through them . Offers some support for reflective
practice, especially if linked to peer-group meetings and
tutor support.
set course assignments which link theory to practice
• Can
and give students feedback on them.
Can organise practical sessions at local centres with other
• teachers
, in partnership with local agents.
Cannot observe individual teacher's practice in schools;
• needs
local partners.
easily negotiate local access to particular schools
• forCannot
special practice or observation sessions, without local
partners.

4. Feedback to the teacher

provide feedback on written work and reports of
• Can
practice.
Cannot provide.feedback on actual practice to individual
• teachers.
Other agents, including group activities, are
needed for this.

5. Coaching over time

assist coaching activities through providing support
• Can
materials to develop the concepts, theory and attitude
changes which underpin practice.

•
Cannot provide individual diagnosis, feedback, coaching or
• counselling
without local agents or the use of
Can provide support materials and guidance in good
practice for local agents (tutors, mentors) .

interactive

technologies (such as two-way video) .

Th is ana lysis shows that ODL ca n provide many element s of teacher educat ion, but the
phrases beginn ing 'can not' show t he lim itations of ODL. Most of the limitations foc us on the
difficulty of assessing teachi ng at a distance so t hat teache rs ca n improve their practice in
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the classroom. These difficulties can often be overcome by local arrangements, for example
the MIITEP design had local seminars and supervisors to help teachers. The reflection below
considers what is best studied face-to-face, what is best studied by distance, and what can be
taught well by either mode.

REFLECTIO N
1. Think about your role as a teacher educator. Which elements of teacher education (1-5)
do you provide?

2. If you teach face-to-face, how easy would it be to switch to ODL? What opportunities
could be gained, and what might be lost?

3. If you already teach by distance, which elements of teacher education do you find
most difficult to provide? How much of a problem is this in your situation7 Have you
or your programme found ways of g iving feedback to teachers (4) and coaching them
over time (5)?

What is the role of the distance teacher educator?
Many aspects of distance teacher education programmes are decided by policymakers,
planners, or college managers, for example the length of a programme, and the type of
assessment. But teacher educators are usually directly involved in writing distance learning
materials and/or tutoring. The exact role of a distance teacher educator depends on the
programme they work on. For example, they might be:
•

; •

148

working in traditional print media (books and paper assignments), or with new
technology, or with both together
working in initial teacher education or in continuing professional
development

•

involved in design ing a teacher education programme, or teaching on a programme
designed by others

•

working only by distance or using a mixture of distance and face-to-face
teaching

•

developing, and then teaching with, their own learning materials, or tutoring on a
course written by others

•

helping students prepare assignments and then assessing and giving feedback on
these, or on ly involved in helping with assignment preparation

•

teaching subject studies, educational foundations, pedagogical studies, general
education, or supervising practical teaching.

Earlier chapters of this book have already looked at how teachers learn, different types of
pedagogy, and assessment. All of these form a useful background for working as a distance
teacher educator. In addition, there are a number of areas that are particularly important in
ODL (see Figure 10.2).
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Figure 10.2 What do tutors and materials writers need for teacher education through ODL?

Specifically for teacher education by distance

•

•

Knowledge of potential students and their learning
needs (teachers and student teachers)

•

Knowledge of strengths and weaknesses of different media (for
example video, print, internet) for teacher education through ODL

•

Knowing how teachers can learn at a distance

•

Knowing what teachers can learn at a distance

For ODL in general
•

Understanding how distance learning materials differ from teaching
face-to-face with textbooks

•

Willingness to work collaboratively, editing and rewriting

•

Ability to write clearly in the language of the materials

•

Up-to-date subject knowledge

•

Ability to develop a supportive tutoring relationship with students
through post or email, etc

•

Ability to guide students through clear comments to students on t heir assignments to
help them understand subject content and how it applies to their work

•

Knowing how to enable students to learn at a distance

•

Knowing about the basic administration of the programmes they teach on

•

Desire to learn from students' experience of programmes and improve

Foundational understanding
• Understanding the reasons for using ODL for teachers

Why ODL is used
Understanding why ODL is used helps teacher educators make the most of its advantages,
and work to avoid its disadvantages where possible. For example, understanding how ODL
can provide qualified teachers for remote schools might help teacher educators be motivated
to face the challenge of teaching by distance.

Learning materials
As mentioned in the introduction, learning materials have a key role to play in ODL. Mark
En dean (2003) suggests four guidelines for writing distance learning materials. Writers
should:

1. write as if they are having a 'conversation' with students
2. give them things to do or think about

3. provide a clear structure

4. set out some outcomes relevant to students' learning needs.
In this book, we have tried to do these things. These points can also be used to eva luate the
usefulness of existing ODL materia ls (see activity in Appendix).
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Tutoring
Another important area is tutoring. ODL students often have limited contact with tutors
and other students, and so the contact that they do have with a tutor should help them as
much as possible. Research by O'Rourke (2003) found four key categories of skills for distance
tutoring: supportive, guiding, enabling, and administrative. Some distance tutors meet up with
one student or with groups of students face-to-face to give tutoria ls. Others contact their
tutees by post, while others are increasingly using email and online discussion forums to tutor
their students individually and in groups. Whatever the means of communication, the skills
and attitudes are largely similar.

Supportive tutors:
•

encourage students to keep going when they are finding studying hard

•

show that they understand the difficulty and sometimes the loneliness of studying by
distance

•

help students solve problems affecting their learning, even when they are not to do
with subject content

•

maintain friendly contact and reply promptly to messages from students.

When tutors guide students they help them understand content, and how this content
can apply to their professional work. Being able to do this clearly in writing is often
harder and more time-consuming than doing it face-to-face. Another key role for tutors
is to enable students to study by helping them know how to learn, for example where
to find information for their assignments, how to plan an essay, or how to learn from
discussing with other similar students. Guiding and enabling are both part of preparing
for assignments and providing feedback on assignments and examinations so that
students can improve in their future studies. Lastly, a good distance tutor is willing to be an
administrative link between the ODL provider (for example college) and students. This might
mean passing messages on to another department, or supplying the name of the right
person to contact.
Finally, the appropriate use of ICTs is often important in ODL, and so th is will now be
discussed in detail.

How can ICTS be used in ODL?
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The phrase 'the death of distance' is becoming popu lar to suggest that physical
distance no longer matters in the modern world of information and communications
technologies (ICTs). How far is this true for teacher education 7 In traditional distance
education textbooks, workbooks, television and radio broadcasts communicated the
tutors' ideas in one direction to the students (see Figure 10.3). To a limited extent, the
students sent back their ideas later to the tutors in their essays and other assignments,
and in some cases could talk to their tutors on the telephone. Some new computer
technologies make two-way communication much easier and quicker so that tutors
and distance students are encouraged to interact more. They can discuss issues and
check understanding, and students can learn from other students' ideas. When everyone
is connected via computers ('logged on') at the same time, this discussion is known as
synchronous, 'real time' or 'live:

•
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Figure 10.3 Communication and technology in ODL

One-way communication
Tutors
Materials writers

Printed materia ls
Radio and television broadcasts
Aud io and video cassettes
DVOs
CO-ROMS
Internet: text. video and audio files

Two-way communication and multi-way communication

~-----------------rODL student

!

Tutors
Materials writers
Written assignments
Em ai l
On line message boards/discussion forums
Live internet discussion - chat rooms
Telephone conferencing
Video conferencing

ODL student

Older commun ications technologies have a long history of use in teacher education, such
as television and radio, audio- and video-cassettes. Hilary Perraton and his colleagues (2002)
have identified five ways that new communications technologies are being used in teacher
education to promote learning. These are listed in Table 10.3 with some additional examples.
Table 10.3 The use of new computer technologies in teacher education
Use

Examples of technologies and their uses

a) Producing teaching and
learning materials

Computer word-processing has many advantages over
Pictures etc can be easily added to the materials using modern
computer software.

b) Distributing teaching
and learning materials

CD-ROMS and DVDs are much lighter than print materials and so
are cheaper to post. They are also easier to store and can be
easier to search for information.
Internet: Some teacher education programmes have their own
websites where students get course documents and can see
videos etc.

c) Simulating two-way
communication

Computers are programmed to act as if they are tutors, and so
respond to information that students give them, for example they
can 'mark' students ' answers to questions. Student teachers in
England must pass literacy, numeracy and ICT skills tests. They
can get practice tests from the internet, which give them
automatic feedback on their test performance. CD-ROMS and
DVDs can also include interactive multi-media learning
materials.

,.
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d) Two-way or multi-way
communication

Where computers are connected to the internet, or other local
networks, communication between two or more people is
possible. There are many forms of this; one of the best-known
is em ail. Discussion is also possible by typing messages on
an online 'message board' which other students and teachers
can read later and add their own comments to. 'Live ' discussion
in chat rooms is possible when people log on to their computers
at the same time.

e) Allowing
resource-based
learning

There are many websites for teachers ' professional
development, run by governments, colleges and national and
international organisations. These provide teaching materials,
information on a vast range of educational issues, and
opportunities to share experiences and materials with other
education professionals. New technology is making it ever easier
to share sounds and visual images as well as text. Knowledge of
teacher education is being constructed by individuals and
groups.

Table 10.3 shows that there are several different ways in w hich new tech nologies are being
used in teacher education. Uses a) and b) make the practicalities of ODL easier. There are,
however, not many examples of use c), w here student teachers interact w ith a computer
programme as if it was a tutor. Perhaps this is because much knowledge about how to teach
is complex and difficult to programme into a computer. Areas of the teacher education
curriculum which might benefit from simulated two-way communication include academic
upgrading in mathematics or a second language, and computer literacy.
Uses d) and e) allow distance students to do things that in the past were usually only possible
for face-to-face learners, i.e. discussing w ith other students and accessing a wide range of
resources through a library. The technology also makes it increasingly easy to do things that
were difficult or impossible before. For example, teachers and head teachers can discuss and
share materials with other professionals who they will never meet face-to-face, and have
access to vastly more teaching and learning material s than could be held at a local teachers'
centre. Technology is also often being used to make the administration of ODL easier.

{4 ~ Case Study:
c)

Supporting the

Enlaces Programme, Chile

The Enlaces Programme has introduced ICTs
into Chile's schools. Serving teachers therefore
need to learn how to use new technologies in
their teaching. Primary and secondary teachers
can study the application of ICTs in education
either face-to-face or by distance. For a distance
diploma programme teachers had to study for
approximately 1000 hours over 15 months. The
programme was entirely computer-based and
covered the following areas:
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•

using educational and mainstream
software, email and the internet in
teaching

•

using ICTs for school administration, for
example planning and record-keeping

•

basic ski ll s in operating and maintaining
equipment

•

choosing,
obtaining
ed ucational software.

and

installing
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Teachers had to pay their own fees for the
programme, but some received a three per
cent increase on their salary if they successfully
gained a diploma.
Hilary Perraton and colleagues have written up
a range of case studies of teacher education
through d istance learning. They made the
following comment on the Chilean distance
diploma programme:
In one respect the distance education programme
was more effective than its face-to-face equivalent.
Teachers participating in it made more use of
the virtual working environment than those
on the face-to-face programme and developed a
network communication culture' through their

®

constant use of it. Because of this there was better
integration of theory with practice.
(Perraton et al2002:12)

Despite this, in some years the drop-out rate
was up to 50 per cent of the teachers who
enrolled. This experience shows that ODL can
work well for some teachers learning to use
ICTs in education. Although the programme
was entirely computer-based, it is important
to remember that local technical assistance,
a policy of involving around 20 teachers per
school, and other support in schools all helped
teachers implement what they had learnt.
Hi nostoza et a! n.d.

REFLECTION
What are the advantages and disadvantages of using ODL for teaching teachers how to use
computers in their work?

Limits on the use of technology in distance teacher education
Not everyone, however, is enjoying the benefits of technology in distance teacher education.
There are two main factors that are limiting the use of ICTs in distance teacher education.

Computer and internet access
Wh ile computer and internet access around the world is constantly increasing, particularly
in parts of Asia and South America, in other places it is still very limited. For example, in 2003
the Open University ofTanzania had few computers in its headquarters and did not have
internet/email infrastructure. Each of its 22 regional centres only had one computer 'mostly
used as traditional typewriters'(Mahenge in UNESCO 2005:146). Sometimes old and new
technologies are combined to tackle the internet access problem. For example, Malaysia
converted several buses into 'mobile internet units', each with 12 or more computers on
board. The buses visited schools without computer facilities once a fortnight. Tutors on the
bus helped teachers and pupils develop their computer literacy.
Although there are many projects such as these, there are still big differences in ICT access
even within the same country. Poor, rural people are much less likely to have access to
computers than rich, urban people. This unequaiiCT access is known as
the 'd igital divide: Because of this situation 'traditional' forms of ODL are often still the most
useful: 'Despite globalisation and the impact of ICTs, the 'classic' mix of print, radio and face-toface instruction is stil l the most accessible mode of delivery' (IRFOL 2004:3)

Teacher educators' need for CPD
There are several aspects of the digital divide between those who are benefiting from ICTs
and those who are not. Having a computer on the desk in front of you is a starting point, but
it is not enough to bridge the divide. Another aspect of the digital divide is knowing how to
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use ICTs when you have access to them. We also have to experiment and learn how to use
the technology to improve the way teachers and student teachers learn. New technologies
offer exciting new ways of student teachers sharing their experiences of teaching, but this
can be a challenge to existing ways of teaching teachers. Teacher educators therefore need
time for their own professional development.
Sometimes we can be sidetracked by learning to use new technology, and lose sight of ou r
ultimate goal- helping people become better teachers. A South African study describes t his
problem as follows:
Sadly, many people harnessing ICT seem to think they are harnessing the benefits of good quality
distance education, when, in most cases, they are simply finding technologically-advanced ways of
replicating traditional, face-to-face education methods.
(SAIDE 2004:75)

A report from the South African Institute of Distance Education (SAIDE) describes the
same practice as 'high-tech chalk' (2000:9). We are sometimes gui lty of using a lot of costly
technology for not much educational gain.
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REFLECTI ON
What ICTs are used in teacher education in your country? Could greater use of ICTs improve
the process of learning to teach in your country? If so, what would be needed to increase the
use of ICTs in teacher education?
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Instead of using ICTs only because they appear to be the new, 'modern' way, Thabeko Mda (in
UNESCO 2005) has suggested two other ways in which they can be used:

1. so that student teachers become technologica lly literate
2. to improve pedagogy, as part of a shift from a focus on teaching to a focu s on learning,
and towards student teachers learning more independently.
In earlier chapters we have described a pedagogy for teacher education that aims to
encourage teachers to learn through trying out new ideas in their classrooms, reflecting on
these experiments, and sharing their thoughts on teaching with other professionals. If we
help and encourage our ODL students to use ICTs then there is a world of new ideas out
there on the internet for them to discover, and a planet full of teachers to discuss them with.
This section has given a brief introduction to the use of technology in teacher education. We
have not had space to teach you how to use ICTs in distance teacher education, and anyway,
new technologies are being developed so fast that no book cou ld keep up-to-date with al l
the possible uses. The best way to learn about using technology in teacher education is to
experiment w ith using it- learning by doing, and by reading about and sharing experiences
w ith other teacher educators. Many people find it useful to introduce ICTs into their teaching
gradually. We hope that we have given you some idea of how to evaluate the usefulness of
technology in distance teacher education. Important questions to ask include:
•

What problems do we have? How could we use technology to improve one of these
problem areas?
What kind of teacher learning does a particulartechnology encourage?
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•

Does this technology help teachers learn more than a book or a handout?

•

Why would we want to spend money on this and not on cheaper technologies?

•

Is this technology equally accessible to male and female teachers and student teachers,
to teachers in rural schools as well as teachers in town schools?

•

If not, what can we do to make access fairer?

How can a distance teacher educator learn more
about their work?
There are several ways that a distance teacher educator can learn more about their work and
so improve their practice. Figure 104 summarises the support available.
Figure 10.4 Local to global: sources of support for a distance teacher educator

Internet
Web resources, email newsletters and on line discussion groups

Traditional professional development
Workshops, short courses, books, education journals and
newsletters, other distance learning materials

Local colleagues, student teachers,
friends and family
Learning from their experience of ODL,
teacher education and ICTs
Action research with colleagues

Self
Reflection on experience
as a learner and a teacher
educator
Action research

Imagine yourself standing in the middle of Figure 104 with different types of support for
your professional development within you and all around you . The centre of the diagram
is yourself. At various points in this chapter you have been asked to think about your own
experience of ODL; you could take this forward into planning changes to your own work to
improve it. lt is often better to take one change at a time, and when this has become a habit
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that seems to bring benefits to your students, then plan the next change. Action research is
a more formal way of improving your own practice as a teacher educator. In this, you actively
seek information about your teaching and your students, plan a change, and then gather
information to see how it has worked. Chapter 12 looks in more detail at reflecting on your
practice and action research.
The next level of support is those who are close to you professiona lly and socially. Perhaps
you can learn by talking to them about their experiences of ODL- what has worked well for
them as learners, teachers and teacher educators. There is also the possibility of collaborating
with colleagues on action research. There are often opportunities for traditional forms of
professional development such as reading educational journals and attend ing workshops.
These can be held locally, or bring together teacher educators from a wide area. Final ly, there
is the international arena of t he int ernet, with different kinds of resou rces, courses, emai l
newslett ers and discussion g roups. A selection of web resources is given for fu rther reading at
the end of this book.

Concluding comments

®

REFLECT IO N
Look back at the list of words you associate with ODL at the beginning of the chapter. Would
you still choose the same words to describe ODL, or have your ideas about ODL changed? If
so, what are your new thoughts about ODL?
We live in a world of increasing change, and the use of ODL to educate teachers is one area
in which we can clearly see t his change in many countries. For example, when pupil numbers
increase and schools can only recruit unqualified teachers, ODL can be part of a programme
to help t hese teachers become qualified. Even after they are qualified, teachers increasing ly
need to keep learning because school curricula and many other aspects of school life change.
ODL can help teachers keep learning while working.
We are living t hrough a technological revolution with many new forms of communication
and an ever-increasing availability of information via the internet. This revolution is
transforming t he way that ODL can connect students with their learning materials, with
tutors and with other students. Where teachers can access computers, many of the traditional
d isadva ntages of teacher education by distance are gone. ICTs used in ODL for teacher
education can encourage students to learn from each other and to discover answers to
their own q uestions on the internet. This multi-way communication gives teacher educators
working in ODL the potentia l to develop styles of teaching and learning that might also
improve face-to-face teacher education.
There are, however, still aspect s of teacher education which are usua lly best done face-toface, such as coachi ng to improve classroom teaching. There are also places where there is
no reliable electricity supply or telephone connection. These are often remote schools with
unqualified staff and the g reatest need of teacher education. Here the more traditional ODL
mix of print, rad io and face-to-face tutorials is sti ll most useful. Whatever technology is found
to be most useful in a particular place, at a particular time, ODL is likely to grow as a way of
helping teachers learn.
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Chapter 11

Cross-cultural sharing in
teacher education
Overview
This chapter looks at:
•

different kinds of educational cultures

•

the kinds of cross-cultural sharing of knowledge that occur in teacher education

•

the problems that can sometimes arise with such cross-cultural sharing

•

ways of designing programmes to make the best use of local and international
knowledge about teacher education.

Introduction
Throughout history and all across the world, people have tried to improve education by
taking ideas and techniques from one place and applying them to schools and colleges in
another place. Educators from developing and middle-income countries are sometimes keen
to learn about teacher education in more developed countries. How useful are 'Western' forms
of teacher education, such as school-based teacher education, in developing countries?
Without doubt, comparing ourselves with others and learning from their experiences has its
place. Robin Alexander puts it this way:
For those who have the responsibility for the education of others, be they policy-makers.
administrators, researchers or teachers, comparison is actually essential to educational progress.
Whether we are talking of whole education systems or of the day-to-day encounters of teachers and
pupils, education by its nature requires hard choices of both a technical and a moral kind. To make
such choices requires an awareness of options and alternatives, together with the capacity to judge
what is most fitting in a given set of circumstances. The vocabulary of possibilities is vastly increased
and enriched if we extend it beyond the boundaries of one school to others, one region to others, one
culture to others and one country to others. Education positively requires, and positively benefits from,
a comparative imagination and a comparative understanding.
(Alexander 2000:2 7)

We need, therefore, to welcome the possibilities that new ideas from other places can bring,
but also to examine the 'cu ltural fit' of imported ideas to see how useful they might be, and
how much they need to be adapted. Even within one country, there can be many different
cultures and local contexts: urban/rural, Northern/Southern, mountains/lowlands, ethnic
and rel igious groupings etc. Cross-cultural sharing of ideas can therefore happen between
communities with in the same country, as well as between countries. There can be problems
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when ideas only Aow in one direction, such as when local, 'home-grown' ideas in a rural area
are not given the same respect as ideas from the capital city. Or, when ideas from developed
countries are automatically given more respect than ideas from developing countries.

REF LECTI ON
Think of an educational reform that you know in some detail, preferably one that included
some teacher education.

1. Where did the ideas behind this reform come from? Who designed it7
2. Which parts of the reform were most successfully implemented, and why?
3. Which parts of the reform were least successfully implemented, and why?

Different educational cultures
In order to study cross-cultural sharing of knowledge in teacher education, we first need
to understand what we mean by culture, and then look at possible differences in culture in
different educational systems.

Defining culture
The definition of culture used in this chapter includes all the physical objects used and
all the ideas passed on by people within a community or population. Different countries
and regions, even age groups and workplaces, for example, can have their own particular
cultures. This is a much broader definition than the arts, music and craft often found in a
'cultural centre'. Culture certainly includes the arts, but it also includes:
•

habits of behaviour (for example standing up when teachers enter a room)

•

beliefs (for example that teachers learn best when they can share ideas together)

•
•

attitudes (for example expecting student teachers to have useful ideas)
organisations (for example schools, universities, ministries of education), and

•

all other products of human work and thought.

Differences in these areas make each culture distinct from other cultures. We learn our
cultures from the societies in which we live. Much of what we learn is communicated
in the form of words. Language allows us to share and negotiate meaning and so is an
important part of culture. Another general point about culture is that it is constantly
changing. Human beings are always trying to improve their lives by designing new tools,
such as the mobile phone, and new ways of finding and communicating ideas, such as the
internet. When these are useful, they often spread from person to person within a culture,
and throughout human history they have spread between cultures. The internet itself is
an example of an invention that can bring people much closer, help them learn from each
other, and in itself produce a global information culture. This raises questions about the
role of local knowledge in today's world.

Educational cultures
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We often talk of national and regional cultures, but there are also other cultures to which we
belong. These include the professional cultures found in various work places. The physical

CROSS-CULTURAL SHARING IN TEACHER EDUCATION

products of an educational culture are usually the easiest to recognise, such as school and
college buildings, books and computers. Next, we are often aware of organisations, such as
the network of advisors working out of a district or regional education office, or monthly
meetings for head teachers. Seminar rooms and teachers' centres in many countries look
similar at first glance, but if you look for longer you will see important differences. These
differences include the invisible habits of relating to each other that people have within
educational institutions. For example, in some countries it is common for teachers to help
each other solve teaching problems through informal conversation at break times, but in
other countries teachers rarely talk about teaching and learning in the staffroom. These habits
are based on what the people in schools, colleges and education offices believe about pupils
and teachers, student teachers and tutors, teaching and learning. These beliefs are in turn
influenced by the surrounding cultures and the ways people in general relate to one another.
As Alexander writes:
Life in schools and colleges is an aspect of our wider society, not separated from it: a culture does not
stop at the school gates. The character and dynamics of school life are shaped by the values that shape
other aspects of our national life. The strengths of our primary schools are the strengths of our society;
their weaknesses are our society's weaknesses.
(Alexander 2000:29- 30)

For example, teachers in Japanese state schools mostly call each other by their surnames and
add the word sensei (meaning 'teacher') to this. Miss Suzuki would be called Suzuki-sensei at
work and often outside work as well by those who know her occupation. This suggests at
least a traditional respect in the national culture for the role of the teacher, and also that a
person's job is usually an important part of their identity.
There is a danger in discussing culture that we can become too fixed in our expectations
of other people. When we expect student teachers from a certain region, academic level or
ethnic group to behave in a set way, we might deny them freedom to respond in a creative
and original way to their situation and fail to see them as unique individuals. Alternatively,
they might already be doing something different from 'normal' that we fail to see because we
do not expect to see it. Culture supports and constrains us as we build our lives, but it does
not completely deny us opportunities to choose and change how we live. For example, we
might work in an educational culture that has great respect for age and professional status,
reinforced by the culture of the broader society. But as a young tutor in a college we might
decide to question this by raising a difficult issue directly with the college principal. Most
people have some power to make individual choices.

(~ Case Study:
....,

The power to choose and change: dilemmas at a teachers' centre

Mr Premkumar runs a teachers' centre in central
Sri Lanka. A volunteer teacher educator from
Australia, Rita King, has been sent to work with
him. She is keen to conduct a professional
development needs analysis as suggested by
the Ministry of Education. Mr Premkumar and
Rita will talk to teachers in local schools and ask
them what help they think they need to improve

their teaching, before planning workshops to
meet these needs. Mr Premkumar is not happy
about this idea. He thinks that it goes against the
way things should be done. In Mr Premkumar's
opinion, it is the job of the education authorities
to say what training the teachers need. His job
is to organise the workshops. The teachers'
centre is busy enough with the workshops
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the Ministry recommends, and sometimes aid
agencies come in with their own workshop
plans and funding. He wonders how
schoolteachers can know anything useful about
what they need to learn. Perhaps the teachers
will lose respect for him if he has to ask them
how to do his job.

Rita schedules school visits for the needs analysis.
Mr Premkumar always says that he cannot do
the visits because he has to attend a meeting or
a workshop. Mr Premkumar thinks it would be
rude to openly criticise Rita's plan. He hopes Rita
will soon get the message that he does not want
to be involved in the needs analysis.
I'm., very rory Rita1 I /w..ve, a.Milt.u

(Anyolk YM~iy IWWJ MY PmuhuM.ar?)
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Figure 11.1 How local educational cultures help form ideas

The local educational culture has helped to
form Mr Premkumar's ideas in the following
ways:
•
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He is used to the programme for
teacher development workshops being
recommended by the Ministry of Education.

•

He believes that the people higher up the
educational hierarchy know what teachers
need to learn.

•

He believes that teachers might lose
respect for him if he asks them for advice.

•

He believes that making excuses to get out
of the school visits is the kindest way to
show Rita that he does not agree with her
plan.

Rita's home educational culture has helped to
form her ideas in the following ways:
•

She is used to local teachers' centres
planning and designing their own courses.

•

She believes that teachers in classrooms
know what their real needs are, and that
being involved from the beginning will
ensure their motivation during the courses.

•

She believes that teachers will respect
teacher educators who ask for teachers'
opinions.

•

She believes that being direct is the honest
way to work with colleagues. She therefore
expects Mr Premkumar to tell her very
clearly if he has a problem with her plans.

•

As a foreigner, she wants to collaborate
with local staff to pool their different
knowledge. She believes that it is very
important for her to work with her
Sri Lankan colleagues, so she does not want
to do the school visits alone.

CROSS-CULTU RAL SHARING IN TEACHER EDUCATION

These are some of the typica l ways of working and beliefs of two teacher educators from two
different cultures. But does it have to be this way? Can Mr Premkumar and Rita adapt their
ways of working and their beliefs so that they can work successfully together? In other
words, can they choose to go against aspects of their cu lture? Can Rita learn to see when
Mr Premkumar is politely showing that he does not like an idea? Can Mr Premkumar
experiment w ith asking teachers for their ideas? Perhaps they wil l sti ll respect him if he
respects their opinions- society is changing and younger teachers might like this. Or perhaps,
together, they can think of ot her ways of getting information about teachers' professional
development needs.

ACTIVITY
Look back at the story of Mr Premkumar and Rita.
a) Write down the ways that Mr Premkumar and Rita might break through the wall of
non-communication. How can they both bring together their knowledge and experience
so that they can ultimately help teachers improve their work?
b) If in a group, you could role-play a discussion between Mr Premkumar and Rita, as they
try and solve t heir m isunderstand ings. (You might want to swap roles or let two different
people play the roles and see if new points come out.)
c) Discuss any similar experiences you have had in your work.
d) Draw up a list of ways to help create positive cross-cultural commun ication in teacher
education, for example 'swapping stories of how we learned to teach:

Types of educational culture
Understanding the differences in our educational cultures can help us understand our
colleagues' approaches to teacher education. In Chapter 1 we looked at three models of
teacher education. These were the craft or apprentice model, the applied science model
and the reflective practitioner model. Different educational cultures are likely either to favour
one of these views of learning to teach, or to have a combination of them. Perhaps student
teachers are mainly seen as apprentices when they learn practical tasks such as organising
writing on a chalkboard. In the same cu lture, however, teacher educators might view
student teachers as reflective practitioners when they discuss how to handle parents who
have complaints about the school. This would be a combination of the craft and reflective
practitioner models.

®

REFLECTION
How wou ld you describe the educational culture where you work? How has it changed over
time? What do you think has caused these changes?

Cross-cultural sharing in teacher education
Many teacher education colleges in former colonies were founded by missionaries w ho
brought ideas about how to train teachers based on their religious ideals. Today donor
funding and policy advice to developing countries are a major source of cross-cultural
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transfer of educational ideas. In teacher education these include school-based teacher
development, student-centred learning, teacher centres, and the use of workshops to
introduce a great many school-level reforms. Almost every change in curriculum includes an
element of teacher education to help teachers put it into practice.
In teacher education we have an interest in school culture, and in the culture of teacher
education itself. These influence each other, and are both influenced by the broader cultures
of a society.The various cultu res that surround a formal education system influence the
values of people working in schools, colleges, and education offices. Here are two examples
of how the broader culture can influence formal schooling and affect the success of
cross-cultural sharing of knowledge in teacher education.

Child development in Malawi and Zambia
Sylvia Kambalametore (2000) studied the development of young children in Malawian
villages. Her research had several findings. Firstly, adults thought that work would
stimulate children's development. So, children were given tasks to do which would
help them learn to be responsible and benefit their community. Secondly, adults did
not think that playing with children helped them to develop very much. Robert Serpell
(1993) had earlier found similar results with his research across the border in Zambia.
This way of bringing up children differs from general Western educational culture
in two ways. Firstly, the adults highly valued 'cleverness' that was used to help other
people, and secondly, the adults gave children tasks to do to help them develop, rather
than valuing play to stimulate young children's development.
This has implications for reforming teacher education. Ideas of what kind of development
is valued differ between cultures. Concepts such as 'intelligence' are the subject of much
debate and are defined differently in different places at different times. Much educational
psychology taught in colleges of education in developing countries does not take account
of local values in child development. Western educators often recommend that children
learn through play, and so some of the content of teacher education courses is about
how to teach using games. Learning through play is even thought to be important for
teachers and student teachers as well. Teacher educators are therefore sometimes advised
to use games in college seminars and workshops. If play is not normally used by adults
to stimulate development, this can seem to be a waste of time. In some countries, using
games as part of a lesson is often taught in colleges or at CPD workshops, but rarely put
into practice in classrooms.

Respect for books and memorising study materials
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When Western educators see students memorising study materials they sometimes
criticise this as rote learning, thinking that this means only surface learning. In some
cultures however, memorising study materials is seen as a good way to learn. Confucius
was an ancient Chinese philosopher with a continuing influence on Chinese culture. In
the Confucian tradition of education, memorisation 'means becoming familiar with a
text in order to achieve a deeper understanding' (Volet 1999:632).This is similar to the
situation in many countries where a system of Koranic education operates alongside
state schooling. The emphasis on memorising in Koranic schools sometimes influences
state schools which also often ask students to memorise texts.

CROSS-CULTURAL SHARING IN TEACHER EDUCATION

Ron Griffin studied teacher education in Tanzania. In ways similar to the Chinese
tradition, he found that 'some teachers would argue that from cramming comes the
store of factual knowledge from which understanding may grow' (1991 :173).1n many
other countries, state education is likely to have been influenced by older traditions
of religious education. In India, there is evidence that reading and writing have been
taught for over four thousand years. These traditional roots of education often include
a deep respect for books and much whole-class repetition of key phrases as a way
to learning. Education is seen as a light that can be used to see and appreciate the
meaning in books. This contrasts with a modern Western approach where education
can be seen as learning to be critical of existing ways of doing things, so that they can
be improved.

A culture of learning that values memorising and respects text has implications for
the reform of teacher education. In some places, it is common to teach teachers in
a traditional teacher-centred way about new ways of teaching. Alexander describes
primary teaching in many Indian schools where there were short, 30-minute lessons,
large classes in small classrooms and few physical resources. In these conditions it would
be difficult to implement progressive primary education (learner-centred, resourcebased discovery learning) in the same form that it has developed in classrooms in
developed countries. Indian teachers who were interviewed in a research project did,
however, talk about the importance of'individual attention; 'group work' and 'teaching
aids~ Alexander described how the teachers had probably picked up the phrases from
their training:
We observed courses in action in two of the District Institutes of Education and Training (DIETs) .
They delivered a mixed message to say the least. The trainee teachers we observed and talked with
busied themselves making 'low-cost, no-cost teaching aids' from cheap or recycled materials. They
were instructed in the importance of activity methods and group work. The form of such instruction,
however, was unremittingly didactic. The student teachers sat in rows, in large classes (as if they were
at one of the schools whose methods they were supposedly preparing to transform). listened, took
notes. and repeated what they had been told.
(Alexander 2000:307)

If the teacher educators really believed in activity methods and group work, they might
have used these methods in teaching their students. Instead, ideas about good teaching
seem to have been reduced to a few well-known phrases. These are said to be the
new'right'way to teach, and are passed on by the authority of the teacher educator.
They appear to be accepted without question by the student teachers. Whether these
ideas have any impact in classrooms is another question, however. On the one hand, it
might be possible for these student teachers to learn new methods in old familiar ways.
Perhaps they will remember key phrases which will gradually affect their practice as they
reflect on what'activity methods' might mean in their classrooms. On the other hand,
as we argued in Chapter 5, new teaching methods may have to be experienced before
they are understood. Perhaps there are aspects of teaching knowledge, such as child
development, which can be studied in one way, while practical skills are best learnt in
other ways.

163

CROSS-CULTURAL SHARING IN TEACHE R EDUCATION

~

REF LEC TIO N
1. Think about your own experience of learning in formal education and informally, perhaps
learning to cook or play sport. How far do you fi nd that repeating and memorising key
phrases helped you to understand new ideas and make them your own7 For example, in
sport we often remi nd ourselves, 'Keep an eye on the ball !' Do you have sim ilar principles
that you remind yourself of when teaching7

2. How far might it be possible to teach new interactive ways of teaching partly through
traditional lectures and memorising texts7

What problems sometimes arise with cross--cultural
sharing in teacher education?
Sometimes, newly transplanted educational ideas either completely fail to take root, or are
used in one or t wo places but do not spread as expected. This section looks at some common
difficulties found when t aking educational ideas from one culture to another.

lt can be easy to see when cross-cultural borrowing is inappropriate to the physical context of
schools.

A limited view of good teaching
How easy is it to know when we are observing good teaching? Chapter 7 looked at
assessment in teacher education and raised some of the issues to consider w hen judging
teaching and student teachers. These issues become even more complicated when judging
teaching in a cu lture in which one has limited experience.

®
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REFL EC TIO N
What is at the heart of good teach ing for you? What aspects of teaching can vary depending
on t he pupils, the teacher, and the classroom situation?
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Case Study:

~ Lowe r prim ary teachi ng in Malawi

Alison Croft's (2002a) research in Malawi found
that lower primary teachers were sometimes
criticised for getting all their pupils to answer in
chorus. Detailed studyoflessonsin several schools
found that some teachers asked questions which
required the children to think about the answer,
whereas others mainly asked children to repeat
after the teacher. The choral response teaching
method should not therefore be dismissed as
always treating children like parrots, who only
repeat what the teacher has said. When teachers
had classes of over a hundred children with few
books or pencils, they had few choices about
teaching methods. Teachers used singing to
give all the children a chance to participate

in class. This singing and the choral responses
seemed to link into the strong oral culture, such
as work songs, traditional in Malawian society. lt
gave children who were sometimes cold or very
crowded a chance to stand up and move about.
Afterwards their concentration on the lesson
often appeared to be refreshed. In this way, the
lower primary teachers were focusing on the
needs of the pupils and being children-centred.
The more usual Western interpretation of childcentred teaching looks at children as individuals
and uses active discovery learning and many
books and other resources, but it is possible for
teaching to be centred on children while still
using group and whole-class teaching methods.

This example illustrates that in order to judge teaching we need to take account of physical
factors and also broader cultural values in society. In Malawi there was a cultural association of
work and singing. Alexander puts it this way:
Though there are undoubted cross-cultural continuities and indeed universals in educational thinking
and practice, no decision or action which one observes in a particular classroom, and no educational
policy, can be properly understood except by reference to the web of inherited ideas and values, habits
and customs, institutions and world views which make one country, or one region, or one group.
distinct from another.
(Alexander 2000:5 )

Sometimes a new curriculum programme will formulate aims such as 'develop child-friendly
schools' with little discussion with local teachers and teacher educators about their vision
of good teaching and the challenges they face in achieving this. Lesson observations then
consist of showing how the teachers fail to use particular methods that are assumed to
be 'child-friendly'. This results in a teacher education programme which tries to introduce
completely new methods, instead of building on what teachers already do well, or working
with them to find solutions to their teaching problems that make sense to them. (See Chapter
9, where we discussed whether radical or incremental reform is usually most successful in
teacher education.)

Lack of recognition of local knowledge in teacher education
lt is easy for those working outside schools and colleges, locals and expatriates, to think
that teachers and teacher educators are getting it all wrong. Kwame Akyeampong and
colleagues wrote about the need to question the 'well-worn deficit model' when exploring
Ghanaian primary teachers' views of learning. (Here they were writing about the common
assumption that there is a deficit, or 'something lacking', in teachers.) Some of the practices
of these teachers are often criticised, but 'if one works with the premise that the teachers are
potentially competent but struggl ing to cope in difficult circumstances, these practices can
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be seen in a very different light' (2006:170). For example, some education reform programmes
assume that whole-class teaching always leads to rote-learning, and so they promote
individual and group work. Teachers who use whole-class teaching are automatically
criticised although some teachers ask stimulating questions that require the pupils to solve
problems. Individual and group work might not help pupils learn in classrooms with few
resources, and so the teachers might well be choosing a good teaching method for their
difficult circumstances.

Expecting educational change to happen quickly
Many donor-supported teacher education programmes have grand ambitions to change the
culture of learning overnight. The research described above at the Indian training institutes is
one example. If such change is considered necessary and desirable it often takes time. Martin
Cortazzi puts it this way:
Since cultures of learning are part of cultural identity they may be resistant to change... For teachers to
change their culture of learning seems to challenge their professional and personal identity.
(Cortazzi 1998:214)

Teachers and teacher educators are most likely to develop slowly their vision and practice of
what makes good teaching and learning. There can be flashes of inspiration when new ideas
cause a revolution in a teacher's professional views, but even then, it will probably take time
for these new ideas to change the habits of a lifetime of teaching. Education programmes are
often under pressure to produce results quickly that can be easily measured. In this situation
it is tempting to provide detailed advice about how to teach, rather than provide the 'tools for
reflection and the further development of practice' (Zeichner and Dahlstrbm 1999:251 ).

Changing teacher education without changing other parts of the
education system
Teacher education is important for improving the quality of learning in schools, but it cannot
change a whole education system alone. Teacher education works best when it develops
alongside similar changes in schools. In Chapter 9, we described Namibian teacher education
reforms which were developed together with a push for learner-centred education in schools.

REFLECTIO N
Have you experienced any of these problems with cross-cultural borrowing in teacher
education reform? What cou ld be done to address these problems?

Designing teacher education reform that makes good
use of local and global knowledge
Sharing understandings of learning, teaching and teacher education
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We need more awareness of the variety of theories of learning that teachers and teacher
educators might hold. We need a vocabulary of education and educational reform that allows
us to discuss these underlying differences, so that we can then judge the usefulness for a
particular place, of proposa ls to change schools and teacher education. Our discussion needs
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to be freed from the stereotyping of learning theories and methods as essentially'good' or
'bad; or as 'modern' or'old-fashioned'.ln order to work well together in teams, we need to
share an understanding about what kind of teachers and teaching we wa nt to develop. This
does not mean that everyone should agree on all aspects of it from the outset, but that it
will be hard to work together if we are pulling in opposite directions all of the time. This is a
particular challenge when people from different cultures work together, but it can also lead
to a stimulating experience in which all learn.

ACT IVIT Y
How did you learn as an education professional?
Hold a discussion with a colleague who qualified or worked in another country. What
differences and similarities can you uncover? You might look at issues such as:
a) forms of teacher education, initial and continuing professional development
b) beliefs about how teachers learn to teach (see Chapter 1)
c) visions of'good teaching~
What aspects of culture might explain the differences?
· - - - - """"'"'"'"""""""""-'

Learning from the next-door classroom and from across the planet
As the quotation from Robin Alexander at the beginning of this chapter explained, education
benefits from considering alternative ways of doing things by compari ng ourselves with
others. As well as learning from colleagues wmking alongside us, we can also learn from
further afield; from different areas of our own country and also from the experience of teacher
educators across the world. What is important in teacher education is how we treat this
information. Gandhi expressed an attitude of being open to new ideas but not being overly
impressed by them:
I want the cultures of all peoples to flow through my house as freely as possible, but I will not be blown
off my feet by any of them.
(quoted in Molteno et al. 2000:31)

lt is quite a common human respon se to be 'blown off our feet' by new ideas which we adopt
without considering their strengths and weaknesses for our situation. Alternatively, we might
close ourselves off to new ideas, putting up the shutters, unwilling to consider how we might
be able to learn how to do something better.
Mel Ainscow was part of a team that developed an international teacher education
programme on the inclusion of children with special educational needs in mainstream
schools. He wrote about the programme's teacher education philosophy as follows:
Our concern is to find approaches that encourage teachers to learn from their own experience,
taking note of evidence from elsewhere certainly, but recognising the importance of the inarticulate
component of practice that is developed through a more intuitive form of learning.... What is needed is
for each teacher to seek deeper understandings of the nature and outcomes of particular educational
events and situations .... we wish to promote forms of teacher education that encourage teachers to take
responsibility for their own professional learning.
(Ainscow 1994:30-31)
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As we are teaching and tutoring, the responses of our students affect our ideas about
teaching and learning. lt is hard to find the words to talk about this kind of professiona l
learning (the 'inarticulate component of practice'). We are also often not fully aware of how
our opinions are changing (the 'intuitive form of learning'). Ainscow suggests that we think
deeply about particular incidents in our own teaching and tutoring. For example, asking
ourselves: what students learnt, what they didn't learn, why we acted in certain ways, why
individual students and groups of students acted in certain ways. When we do this, we will
be able to judge what ideas from 'elsewhere; (whether from the next-door classroom or from
across the other side of the planet) can help us teach particular things to today's student
teachers. We will look in more detail at the role of this kind of reflection in teacher learning in
Chapter 12.

Keeping the focus on learning
Education is ultimately about promoting learning. it is easy to lose track of this overall aim
and focus on things that are easier to measure, such as how many teachers graduate from
college. Caroline Gipps and Barbara MacGilchrist (1999) studied teachers in the UK and
found that they held several theories of learning and selected from these depending on
what was most useful for achieving their lesson objectives at a particular place and time.
They called this a choice based on 'fitness for purpose'. For example, as discussed above,
there might be times when whole-class teaching is the most useful teaching strategy
given the aim of the lesson, the resources available, and the way the pupils usually learn
best etc. In the same way in earlier chapters, we have argued that several theories of
learning are potentially useful in teacher education. With a range of knowledge of teacher
education strategies, and a detailed knowledge of the physical and cultural context,
teacher educators can decide wh ich will best fit a particular purpose and promote
learning.

Education programmes need time and flexibility
Education at all levels involves people, and at its heart is the process of these people learning.
Education, of all subjects, needs to take account of our ability to learn, and the remarkable
ability of human relationships to develop. it is not a kind of engineering in which a bridge
must be built according to carefu lly pre-drawn plans or it will fall down. As well as time
to allow for learning and for the development of good relationships, teacher education
programmes need the flexibility to respond to the changed situations that result from this
learning and these relationships.

Concluding comments
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This book is witness to our belief that cross-cultural sharing in education has a place.
Education needs to change as the world changes and we believe that sharing our
experiences as teacher educators and researchers of teacher education has value. In this
book we present principles, and examples that build on these principles. We aim to explain
the theory and history behind developments in teacher education, so that you are better
equipped to contribute to discussions about improving teacher education in your situation.
At first glance, some of this chapter might seem to contradict what we have written earlier in
the book about reforming teacher education. We argue however, that considering the role of
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memorisation and other apparently teacher-centred methods might have a place in a social
constructivist approach to teacher education. This is because a 'constructivist' approach builds
on what is already in place, and a 'social' approach uses the varied knowledge and experience
of teacher educators to jointly improve teacher education.
As explained in the introduction, we aim to raise possibilities and stimulate thinking so that
you are more able to solve your teacher education problems with your colleagues. Valuable
ideas can come from other places, but these must be assessed to judge their suitability in a
new place. We need to work hard together to communicate across our cultural differences,
to develop shared understandings of what is valued in different cultures, and to shape an
education that will be valuable for children in a particular place at a particular time, and
the kind of teacher education that will help achieve this. Cross-cultural communication is a
valuable skill in today's increasingly connected world.
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Chapter 12

Improving our practice
as teacher educators:
from reflection to
action research
Overview
This chapter is in two halves. The first part includes:
•

a discussion of reflection and where the ideas come from

•

some examples of reflection among teachers and teacher educators

•

ways in which tutors can teach reflection to their students.

The second part describes action research and gives some examples of how teacher
educators have used the process.

Introduction

of

*
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pupiL> ~ >citoou to l.eA-1% 11Wre- ejfectWely, t/wt, the, ult:imate- tut
al.tour ~ - be-~ >citoo?teaclw-> or tuuJter
ed.u.cdon - u wluu ~~the, c:U.uroouv.

of

As we have said, good teaching involves life-long learning. We w ant our student teachers
to be willing and able to evaluate their own teaching and try to im prove it, throu'g hout
their careers. Similarly, teacher educators shou ld be willing and able to reflect on their
own practice and take steps to improve the ways in which they prepa re and develop
teachers.
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We suggest that such a process starts with simple reflection, honestly and carefully
undertaken. In many cases, this leads to finding w ays of teaching better. Most, perhaps
all, teacher educators already do this to some extent. However, it is not difficult to take
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the process further, and to carry out some form of action research, either individually or
collectively. The results of such research can be shared with others and thus have wider
effects.

Meanings of reflection
REFLECTI ON
What does 'reflection' mean to you? Brainstorm some ideas, drawing on your own experience.

Reflection in everyday life
We use the word informally to mean thinking about things. it often implies a choice was
being made and sometimes has serious connotations.

Siu-~teM!y reKt /U.ut, t.Ut,. MtjY)' reply but tlwt. r/u,

rejleded t1w: it wtwt/t really ltUja.JAii:.

)
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H~ja.udai:tlte-lut:J~WIJ..r IM.ei4Wria4

reflectUtj Of!/

aft tlwr~ wlw had didJ01ttinj for jrwkuv.

Reflection in education: the core ideas
'Reflection' as used in teaching basically means: thi nking purposively about what you
are doing, so that you can do it better. Its use in education goes back to the American
philosopher and educationist John Dewey, who contrasted 'routine action' with 'reflective
action: According to him, routine action is guided by factors such as tradition, habit and
authority, and by institutional definitions and expectations. Such action tends to remain
the same, and does not respond to changing priorities and circumstances. Reflective
action, on the other hand, involves a willingness to engage in constant self-evaluation and
development. it implies flexibility, rigorous analysis and social awareness. (Adapted from
Pollard and Tann 1987:4)
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Figure 12.1 Reflection is ...

( REFLECTION IS... )

... the ability to stand apart /ram the
self in order to examine critically ones
actions and the context

a/ those actions.

The purpose a/ such as lance is to
facilitate efforts to think and to act

Reflective practice in teacher education should be
seen within the broader context ofsocialjustice
in schooling and the larger society
(Swarts, in Zeichner and Dahlstrom I999)

...--------1

/ram conviction based on professional
knowledge rather than simply functioning
because a/ habit, tradition, or impulse.
(Valli 1992)

Tfr.Meacker i£ e~tjatjed~ilufuify to

eo lied Utjorm..at:W~for iku.provinj
/Uo;/ur t~ after t~t,e, Leuo~.
(M~INSETj~)

Although the book suggests we do it this way,
I would say no, I want to do it differently
because I want my students to be more
involved. So I would sit down to think of
the best way to do it, bearing in mind I have
45 students in class. So I would design it
differently, so that most of the students are
involved. And then I would go and try it.
(Tutor in College of Education,
Malawi)

In general, reflection is like seeing yourself
in a mirror, but reflection in teaching and
learning involves rethinking a situation.
That means that you go over the event
and ask yourself questions such as how,
why and what is next .... A teacher can
reflect alone, or reflection can be shared
within a group. (Junias and Nambinga,
in Zeichner and Dahfstrom 1999: 262)

REF LE CTIO N
Which speaker is closest to your own view of reflection 7 What do you like about this
statement?

Who is a reflective teacher?
According to these ideas, a reflective teacher is someone who:
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•

Thinks about their own teaching at every stage: through the planning, delivering
and evaluation of each lesson, taking both short and long-term aims into
consideration

•

Feels responsible for evaluating and improving their own teaching

•

Asks questions about what they are doing, poses problems, seeks answers and
solutions

•

Is prepared to act on their own judgement, after carefully considering available
information, basing their decisions on acknowledged values and aims.
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By contrast, a routine teacher is someone who:
•

Follows the routines that were given to them, whether laid down in the book, copied
from others, or taught in training

•

Expects to use the same techniques and skills time and time again

•

Rel ies on the authorities to tell them what to do.

REFLECTIO N
Think of someone who taught you well. Which of the above characteristics did they show?
Do you think that pupils can learn equally well under each kind of teacher?

Case Study:
Teresa's story: a newly qualified .teacher
Teresa was worried when she started teaching
her Grade 3 class in a rural Namibian primary
school. 'None of them can read at all!' she noticed
with concern. 'This school doesn't have a single
copy ofthe Grade 3 reader: She had qualified as a
teacher, but had her teaching diploma prepared
her for teaching here? She certainly hadn't met
this situation before; the pupils in the schools
close to town where she'd done most of her
teaching practice could read much better. But
her ITE programme had prepared her in other
ways, she had done action research and other
projects which had given her the opportunity to
refiect on her practice, think about problems she
was facing in her teaching and experiment with
solutions.
Teresa thought about what she wanted her
pupils to learn next and the resources she had
to work with. 'Well, if they can't read at all, there's
no point starting with the Grade 3 work, I need
to go right back to the beginning: She went to
the Grade 1 teacher and arranged to borrow the
Grade 1 readers every day for one period. Luckily,
colourful new readers had just been published,
so her learners wouldn't be going back to their
old books. Refiecting on her work after the first
few days, she could see that the pupils were
making progress, and so she increased the pace,
covering the lessons far faster than would be
expected for Grade 1.

The weeks passed and soon Teresa and her class
wou ld have finished the Grade 1 reader. What
should she do now? Did she need to cover
the Grade 2 work? There was no new reader
for Grade 2, and only a few copies of the old
reader in her school. She visited a friend at a
neighbouring school and borrowed one copy
of the Grade 3 reader. With the solid foundation
that they now had, she was sure her pupils could
cope with it. She copied the text from the reader
onto the board so that all the class could see
it. As the school year progressed, the passages
got longer, but the learners still seemed to be
making progress.
Towards the end of the year an advisory teacher
visited the school. She was surprised to hear
from Teresa about her use of the Grade 1 readers,
but realised that Teresa's class was now further
ahead with the Grade 3 reader than any other
class in the surrounding schools. Teresa did not
think she had done anything special, 'I had to do
something, the learners couldn't read at all' she
told the advisor. Although she did not disclose
Teresa's name, the advisory teacher told the
details of the story to other teachers at a cluster
meeting, and asked for their opinions on it.
Some teachers supported the idea of using the
new Grade 1 readers, but others were critical,
saying that it was not allowed to use Grade 1
books in a Grade 3 class.
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REFLECTION
1. What aspects of a ref1ective teacher did Teresa show?
2. lfTeresa was your former student would you be pleased with her first year of teaching?
Why, or why not?

3. The story raises the issues of how much freedom or autonomy teachers have. Should we
spend time teaching teachers to be ref1ective if they have few choices over how and what
they teach?
An African discussion

lr& A~ l1t.Mf te.adt.ers are, Yejlec:tWe- - -they lt.a.ve- to b~ it&
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~Yeiy or&rried~tutedm.etltodo.

~weltpntdi>ed~M. TheiYt~
beC<JmM~

®

REFLECTION
Carry on the above discussion, in pairs or as a group.
List some examples of teaching in your own context- either in school or in college- which
you would consider either a) ref1ective or b) routine. Does there seem to you to be a real
difference or not? If so, describe it in your own words.

A continuum?
Perhaps most teachers act ref1ectively at some times, and follow routines at others. This could
be pictured as a continuum, which people can move along, in both directions.
Figure 12.2 The continuum of reflection
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Reflection among teacher educators
In similar ways, college tutors may carry out their work in reflective or routine ways.

A comparison
Tutor A was teaching research methods within a 'professional studies' course.
Interviewer: Did you ever use any other method than lecturing?
Tutor A: I sometimes use grouping, a group to work on a certain sub-topic and they present.
Interviewer: How successful is that?
Tutor A: Ah- some are so lazy that you find only one concentrated on the work. You find
so many mistakes which show that hey! this group was not working together because if it
was working together- these mistakes would not have appeared here ... sometimes the
students want to run away.

Tutor 8 was teaching maths on an in-service diploma course, and was asked what he learnt
from a year's M.Ed. course overseas.
Tutor 8: What they really taught me- alii had to do was reverse what they taught me! What
is happening here is that the cond itions were the exact opposite of what was happening
in the UK. The methods they wanted us to use, for instance, were not practicable in
our situation, in the sense that we have too many kids to teach, you know, and lack of
resources and all these things.

I realised when I tried to put it into practice it was not going to work because of the time
element. So I took a bit from them and mixed it up and did some improvisation here and
there where I thought it was necessary;
Interviewer: Can you give me an example of something you say you mixed up and adapted?
Tutor 8: You see, for instance, when you are teaching mathematics, they talk about the
use of games. Now normally you find that when we teach, we have an array of students
-those who are from the rural areas and those who are from town, and if you use
examples from town and games from town and those from the rural areas will have a
problem understanding that. So I did a little bit of research into the kinds of games our
people played and the kind of games the rura l children played and then I took that
and I used those kinds of games to derive mathematical concepts. So that is why I said
you know you can go and mix these approaches. I used the games, yes, but I was not
using the games which I usually played around town here- I tried to make a little bit of
research work into our original background and I tried to bu ild up these ideas around
that and I found it worked very well.
(Adapted from MUSTER interview data)

RE FLE CT IO N
1. Compare the responses of the two tutors. Suggest some of the factors that might be
hindering Tutor A from looking at ways of improving her own teaching instead of blaming
the students.

2. Note down or discuss some ways in which you have 'mixed up and adapted ' ideas from
elsewhere.
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The idea of'Reflective Practice' was popularised by the American writer Donald Schon. Here is
a summary of his ideas.

Reflective practice
Schon based his work on close observations of other kinds of professionals- architects,
psychotherapists, managers, engineers- but his ideas seem to apply equally to teachers.
He argues that professional knowledge, although rigorous, is not the same as scientific
knowledge, and that professional problems cannot be solved simply by the application of
scientific principles.
In the early 20th century people tried to use the same methods in the social sciences,
for example education, sociology, psychology, as were used in the natural sciences, for
example physics, chemistry, maths. They tried to reason out scientific principles and
apply them, using proven techniques, to solve practical problems. Schon argues that this
technical rationality model is inappropriate when applied to professional practices such
as medicine, business, engineering and teaching. lt does not describe what really happens.
In professional practice, problems are seldom 'given' in such a way that a technical
solution can be applied. Rather, each situation is unique, full of'complexity, uncertainty,
instability and value conflicts: (Schon 1983:14) This calls for an 'art of practice' in which
skilful practitioners have to set or'frame'the problem in such a way that they can design a
solution, drawing on their repertoire of professional knowledge and skills. In particular, the
technical rationality model assumes that ends are given and straightforward, so that the
only question is to select the means. But in professional practice it is not always clear what
we want to achieve; often there are multiple and often conflicting aims. Value choices
must be made, and this is part of the professional's skill.
Let us apply this to good teachers. They cannot just go into the classroom and deliver a
lesson according to the principles of child development or learning theory. They have
to think about these particular pupils and what they need; they'frame'the problem as
they plan their lesson, choosing from their repertoire of skills and knowledge. During the
class, they.note what happens, monitor the learning, and if they see a problem, they try
something else, test it out, monitor the response, and so on until they are satisfied the pupils
have understood. This is what Schon means by 'reflection-in-action'. He also used the phrase
'reflection-on-action', meaning thinking about it afterwards, evaluating what went well and
what went badly, before re-planning the next lesson in order to improve the situation.
(Summarised from Donald Schon: The Reflective Practitioner 1983, Educating the Reflective Practitioner 1987)

Implications for educating teachers
We have said above that teachers learn through observing, acquiring knowledge, and
practising. Learning to reflect is no different. Students need to observe reflection in action
among the tutors, read about it, and practise it themselves during their programme.
Reflection on experience is also a key component of many CPD courses.

Learning through observation: how can tutors model reflection?
176

Reflective teachers are likely to learn this from reflective teacher educators. How can this be
done?
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John Lough ran, a British teacher educator, described the strategies he used to do this
(Lough ran 1996). For example, he would 'think aloud' to his students about how he was
planning his course, or give a commentary on his lecture, explaining what he was doing and
why. He kept a diary about his teaching which he shared with his students and invited them
to make written replies. Later, his student teachers would write similar diaries about their
teaching practice, and he would add comments. Today's e-learning environments, or even
email, make this quite easy to organise when there is adequate computer access.
But to do this takes courage, openness and self-confidence. lt may also challenge cultural
norms about hierarchical relationships between tutors and students. However, tutors need to
find locally appropriate ways of demonstrating to their students how they put reflection into
practice, both as individuals and as a group of staff working or planning together.

Understanding reflection
As well as attending lectures and reading texts on reflection, students should read case
studies about teachers reflecting on and improving their practice, such as the story ofTeresa
given above; these give powerful in sights into what teachers actually do.

Practising reflection
This needs to be done not only during school experience but throughout the whole
programme. In particu lar, the assessment system must give credit for reflection rather than
only for reproducing knowledge.
For example:
1 •

I
1 •

•
, •
•

educational autobiographies: these encourage introspection and analysis of
experience (see Chapter 2)
keeping a journa l during the practicum: noting what went wel l, what needed
improvement, and recording attempts to solve the problems encountered
discussions (pa ir, group, whole class) which are designed to chal lenge students and
help them critique, analyse and look at alternatives
during school experience, studying critic~ I incidents with the help of a mentor or
supervisor
assessment by portfolio (see Chapter 7).

REFLECTION
Think about how you have learnt to do your current work. Have there been times when you
have particularly reflected on what you were doing, how and why? How did such reflections
help you?

ACTIVITY
Look at the chapters on Pedagogy, the Practicum and on Assessment. Note down which of
the methods suggested would help student teachers to learn to reflect. How could the tutor
help stimulate this?
Use the grid below to help you. Add as many methods as you can.
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Aspect of course

Activity

How tutor can stimulate reflection

Pedagogy

Ranking ideas

Ask each student to support choice by
reasons

Pair work

?
Practicum

Keeping a journal

Insist students write not only what they did,
but what they could have done, or did
differently in a later lesson

Clinical supervision

?
Assessment

Portfolios

Make clear that critical analysis and
evaluation of their own actions will be graded
highly

Form ative assessment

Constraints on teaching for reflection
Teacher educators have often reported how their own attempts to include reflection met
with much resistance in some quarters, such as:

I •

Traditions, especially those that proclaim there is 'one right way to teach'

I•

A view of students as apprentices who are there to learn from older teachers

•

Assessment practices, such as heavy reliance on tests or exams

•

A heavy syllabus to be covered

•

Students' own expectations that they will be told how to teach

I.
I
I

I.

Challenges felt by schools and serving teachers to their own routines by reflective
student teachers and newly qualified teachers
Expectations of school, society and government that teachers are there to deliver the
curricu lum rather than enquire into its effects

Promoting teaching for reflection
In the US, Valli and colleagues describe a number of teacher education programmes based on
the Reflective Practitioner model (Valli 1992). Those which succeeded in becoming 'reflective'
shared these common features:
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•

Staff work together, over several years, to develop the new programme; this includes
frequent evaluations and revisions; a process of continual development and
improvement, being reflective about the programme.

•

Tutors also model 'reflection' to their students, sharing some of their thinking about
their own practice.
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•

1 •

Teaching and assessment strategies are designed deliberately to enhance and
encourage student reflection.
Content includes a study of alternative perspectives, from which students are expected
to develop t heir ow n 'personal theories'.

•

Relationships w ith co-operating schools and teachers are built up to ensure t hey
understand and share t he same approach to supporting student teachers' refl ection
during teaching practice.

•

There are relatively few student teachers on the programme, and they work in
smal l col laborative groups for at least part of the time, sometimes clustered in
schools.

All the case studies report d ifficulties, experiment ing with different solutions and a
lot of hard work. However, both tutors and their students believe it was worth the
effort.

®
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Consider your own teaching environment. What factors work aga inst t eaching fo r refl ection
and what factors support it?
The environment and context in which you w ork may not always be conducive fo r
reflect ive practice. Changes can feel d ifficult and threatening. Sometimes changes in
practice bri ng a d ip in ach ievement, as old habits are put aside and new skills learnt. But
working col laboratively, with a vision of what you want to gain t hrough change, ca n bring
great rewards.

Moving into action research
Reflection in ed ucation implies th inking about something purposively, w ith a view
to taki ng action about it. Action research can be t hought of as developing the
reflective process in several ways to make it more explicit, systematic and rigorous,
for example:

•

slowing down the process: studying your practice over a longer period

•

deepening the reflection: looking at what you do in more detail

•

collecting data: using simple research methods, perhaps w ith the help of an out sider, to
find evidence about what is actual ly happening

•

making your conclusions public: sharing you r findings w ith ot hers so that they can
provide helpful comments for you and perhaps use them to improve their own
teaching.

Again, one ca n t hink of a continuum, where someone moves gradually from one to the
other.
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Figure 12.3 From reflection to research
I

...

I

I

I

reviewing one's class, e.g.

'Some students seemed
inattentive; I'll try breaking up
the lecture next time with buzz
groups.'

•

'The groups took too long to
get going. Next time I'll put
clear instructions on the board
before they come in.'

I

I

)I

Action research: e.g.
•

Doing a month-long study,
using six different ways of
breaking up your lectures to
large groups, evaluated by
questionnaire and test

•

Spending a term exploring
how to make group work
more effective for student
learning, using observation
and focus group interviews to
collect data

I

Reflection: Five minutes spent
•

I

Definition of action research
Educational action research is undertaking some kind of systematic investigation into
w hat is ha ppening in a classroom, lecture hal l, school or college, with the aim of changing
it for the better.
lt is usually carried out by those individuals or a grou p who are themselves involved in the
sit uation. However, it is useful to have the help of an outside 'consultant' or 'critical friend'
i.e. someone not closely working with you, so you ca n discuss what you are doing openly
and honestly.
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The cyclical process
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Action research is usually pictured as proceeding in a series of cycles, which include planning,
acting, monitoring, and evaluating.The cycles can be big or small (indicating longer or
shorter periods of time), and there can be one cycle or several. Figure 12.4 shows a typical
cycle. Different authors label the stages in slightly different ways, but the process remai ns
much the same.
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Figure 12.4 The Action Research Cycle
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The following section describes each stage in t urn in order to explain them clearly. However,
in practice stages may overlap or run into each other. Researchers may find they have been
carrying out smal l circles inside larger ones. Sometimes the first cycle is used to provide t he
d iagnosis.

Stages of the process
The process starts with a 'general idea; focusing on something that needs improving. This may
be, for example:
•

a learning problem- st udents do not seem to understand th is problem well

•

a sense of dissatisfaction with my teaching- my students are not participating as
actively as I would wish

•

an aspect of organisation- schools and colleges are not co-operating well w ith each
other over teaching practice.

Sometimes researchers phrase the general idea as a question:
•

How can I improve my student teachers' communication skills?

Or as a hypothesis:
•

Because of women's traditional roles in ou r society, women students need targeted
support and structured exercises to encourage them to pa rticipate more in class.
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Or as an experiment
•

What would happen if I used local school pupils instead of other teachers on the CPD
course for a microteaching session? (Or the other way round!)

Diagnosis
During this stage you try to find out more about the problematic situation by collecting data,
for example:
•

observing students in class

•

analysing their written work

•

interviewing

•

circulating questionnaires

•

read ing documents or books.

This period can be quite short and simple, done over a day or two, or long and detailed,
taking up several weeks.

Planning
Using the findings from the diagnosis stage, you decide on some action steps. These could
be:
•

trying out a new teaching method

•

introducing a new resource or technology

•

organising a meeting with local schools and w riting guidelines for school
experience.

lt is wise to keep it simple and plan for only one or two steps at a time, especially when
beginning action research.
During this stage you also plan how the action will be monitored.

Action
You then implement the plan ned action steps as carefully as possible. Often the situation
changes as the research goes on, and the steps have to be amended. Th is does not matter,
as long as the changes, and the reasons for them, are recorded as part of the monitoring
process.

Monitoring
During and after the action you and/or an outside 'critical friend' (see below) collect data of
various kinds. For example, you could record:
j •
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what actually happened during the action steps

•

student classroom behaviour, and their responses, both oral and written

•

views of various participants in the action, incl uding your own responses, insights,
confusions, feelings, etc.
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Ways of collecting such data include:
•

keeping a ref1ective journal, and asking the students to keep journals

•
•
•

questionnaires
interviews, with individuals, pairs or groups
observation (by yourself or an outsider) focused on particular aspects of teach ing and
learning

•

students' work: essay scripts, tests, reports

•

audio- or video-recordings of the class.

Almost any type of research method can be used, but action researchers tend to use
qualitative methods. Whatever methods are used, it is worth being sure you can use them

accurately, for example by referring to educational research textbooks.The 'critical friend' can
help check that your findings really show what you think they show.

Evaluation
You then carefully study the data and draw conclusions, for example:
'The women students have participated more in group work but they say they still feel
uncomfortable when called on to present their own ideas in class. Very few have been
recorded as asking questions:
'The average marks of the class have risen but the lower achievers have not improved:
'Micro-teaching results were quite different with 'real pupils: The teachers took the exercise
much more seriously and said they had gained new insights about speed and clarity of
questioning:
'Unexpected outcomes should be recognised; they are often the most useful:
'The co-operating teachers at X school did not understand our marking scheme so they
invented a variation which worked better:

Reflection
At this point you sit back and consider the whole process. You note:
f •

what you have learnt about the issue and about research methods

•

what new insights you have gained

•

what different aspects of the problem, or new problems, have emerged

•

whether the original diagnosis was correct, or needs to be adjusted.

This then leads into a second cycle, with further planning, acting, monitoring and evaluation.

Making it public
lt is important that the research is carried out in a way that enables other people to understand
and comment on it. Such comments, if made in a supportive way, can be extremely useful at
any of the stages, but particularly in planning and in evaluation. This is part of the role of the
outsider. Details sometimes need to be kept confidential to protect research participants.

Role of the outsider
Although action research is often simpler and more 'user-friendly' than other kinds of research,
it can be quite a complex procedure and requires a commitment of time and energy,
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especially if the results are to be written down and shared w ith other people. lt is normal for
action researchers, whether working individual ly or in groups, to ask an outsider to help them.
This person can be a mentor- implying they have more expertise and experience- or a
'critical friend' - implying a more equal relationship. The role of the outsider may include one
or more of the following:

•
•

Facilitator - support, counsel
Commentator - commend, analyse, challenge, ask questions that help the researchers
to develop their ideas further, suggest alternatives

•

Resource person - for information and expertise; as an observer or interviewer to
help collect data

•

Organiser - of meetings, funding, preparing reports for publication, etc.

In the case of teacher educators, action research might be supported by someone from
outside the institution with research experience, or simply a trusted and experienced
coll eague who could be relied on to be both supportive and objective. If action research is
undertaken as part of a college programme or university degree, or for a CPD programme, a
tutor will probably take on the role.

C!l

REFLECTION
Do you have any current concerns about your teaching? Do you have a 'general idea' about
something you would like to improve? If so, make brief notes, or discuss with a colleague, to
see whether you think it possible to undertake action research on this problem.

Case studies
The following case studies of action research by teacher educators in Namibia, Lesotho and
India show how it might look in reality. The accounts have been edited to show the different
stages of the cycle as described on pages 181-183.
In Namibia, as part of the educational reform following independence in 1991, action
research was built into the professional development programme for teacher educators.
The case study is based on a report written by a tutor on the Higher Diploma in Teacher
Education.

r:;: ~ Case Study 1:
~

Promoting active participation in the education theory and practice classroom,
G.M. Tubaundule in Zeichner and Dahlstrom {1999:144-156)

GodfreyTubaundule was a lecturer at Caprivi College of Education, in the Department of Educational
Theory and Practice.

General problem: The student teachers
were reluctant to participate in classroom
activities. They were not developing the ski lls of
184

communication, critical thinking and problemsolving which were central to the programme
(the Basic Education Teacher Diploma).
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Diagnosis: He thought this might be partly
due to cultural factors such as authoritarian
relationships between elder and younger
people, and to traditional gender roles which
affect the way young women behave in class.
He raised these issues at the end-of-term
evaluation, in a whole-class discussion, but
student teachers either gave stereotyped
answers or remained silent. This highlighted
the students' unease at participating. At this
point the tutor felt quite frustrated but was
determined to attempt to change the situation
for the better.

First cycle
Plan:To collect more information about student
teacher views, and to experiment with a variety
of participatory teaching methods.

Action: 1. He distributed a questionnaire at the
start of the following term and analysed it.

2. He devised and taught a series of lessons
to include: debates, peer editing, group and
pair work, and micro-lessons, each being
designed to develop particular kinds of skills and
competences.

Monitoring: 1. Only 43 per cent of students
returned the questionnaire, mostly from the
agricultural students and/or males.

2. He observed students in class and made notes
after each lesson.

Evaluation: In the questionnaires, students
gave as reasons for non-participation: difficult
subject matter, difficult questions, shyness,
language problems and unpreparedness. They
were more ready to take part in col lective
activities like group or pair work than in
individual activities such as presenting a report
or asking questions. His lesson observations
confirmed these results.

Reflection and refined diagnosis:He decided his
students 'did not think the issue of participation
was important. They felt the teacher was there to
teach and tell them what to do'(p. 149). However,
learner-centred education (LCE) is a key part
of the new education system in Namibia. The

programme document states: 'Students should
take responsibility for their own learning process
.... [they) should learn in an active way' (p. 147).
This was clearly not taking place.

Second cycle
Plan: To raise awareness among the student
teachers about the importance of LCE and
to introduce them to methods which w ould
promote more meaningful teaching and
learning, both for the student teachers and for
their future pupils. (This is a good example of
thinking on two levels- see Chapter 1.)

Action: 1. Discussed with the student teachers
the concept of LCE.

2. Taught the student teachers in new ways to
demonstrate LCE in practice:
a) an activity structured to include w hole
class address, individual tasks, group work and
display
b) role play followed by discussion
c) pair work including peer-editing, m1mmg,
brainstorming, observing, discussing and doing
classroom projects; the aims were to improve
listening, writing, thinking, communicating and
assessing each others' work
d) outdoor walk, involving observations,
compiling information, group discussions,
feedback and assessment
e) teaching and learning through poetry and
songs.

Monitoring: He took notes of student behaviour
during these classes and held discussions with
them after each class, as well as using the endof-term evaluation.

Evaluation: He found:
•

student teachers became more active
and, in particu lar, women participated
more

•

they enjoyed the act ivity-based methods
and asked for more examples

•

during micro-teaching, students showed
ability to use a mixt ure of methods.
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Reflection:'I have come to rea lise that

•

students in general have the potential and
abi lity to participate in activities as long
as there are clear guidel ines and teacher
encouragement, ... in order to make sure that

all students participate in classroom activities,
the teacher should be thoroughly prepared
for the lesson .. . it is advisable that a variety of
activities are employed in a single lesson:
(ibid. p. 155)

Case Study 2:
Reflecting on the Practice of Educating Teachers, (Stuart et al. 1997)
Mahlape Morojele had just begun teaching
Development Studies to primary student
teachers at the Nationa I Teacher Training College
in Lesotho. She was part of a team of five
teachers who were exploring action research in
their classrooms.

General problem: 'Student teachers seemed
unable to answer satisfactorily questions
that required higher order skills such as
comprehension, application, analysis and
synthesis. For example they transcribed material
from library books without any understanding
of the text. I wondered if this inabil ity was
due to my teaching, or to other factors'
(p.183). She set out her ideas in the form of
hypotheses:
'Students show a lack of higher order skills
(HOS):
'They believe that knowledge is closed or fixed,
a thing which they are given, rather than an
exploration in which they can take part:

First cycle (this was used as a form of
diagnosis
Plan:The tutor devised activities where students

ability to use HOS, but they were not applying
them within the classroom.

Reflection: She refined the original ideas and
concluded that:
•

Lessons should be organised in such a
w ay that they encourage active student
participation.

•

Students need to be both encouraged
and challenged if they are to become
independent learners; methods of
teaching should enable this.

•

Methods of testing should be modified to
test understanding.

Second cycle
Plan: To test these ideas through a number of
teaching and learning activities.

Action: 1. With a selected group of six students,
she demonstrated how to conduct a good group
discussion. Some 80 student teachers watched,
and then went into groups to carry out a similar
discussion.

would need such skills.

2. She taught the topic 'Family' through role play
and family trees.

Action: 1. She organised students to discuss in

3. She used pictures to stimulate discussion, in

groups.

pairs and groups, about'human needs:

2. She asked them to contribute to a message
board.

Observe/ monitor: She kept notes of lessons;

3. She set them assignments requiring HOS.

Monitoring: She taped some of the student
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Evaluation : She found some students did show

discussions, and analysed their scripts.

asked an outsider to interview some students;
analysed student written work.

Evaluation : There was some improvement
orally, but also a long way to go, especial ly
in written answers. Students still showed much
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dependency on the teacher, they wanted
notes and to be given conclusions. They claimed
t he test questions were 'too difficult Their lack
of English language skills was an important
factor.

Reflection: 'I concluded t hat by asking the
students to use HOS and, in particular, to see
knowledge in a new, more open way, w e were
actua lly challenging widespread attitudes that
permeate t he educational and social systems:

This piece of action research had only some small effects on the learning of that particular
group of students. But the t utor acquired new insights w hich had a great effect on her
understanding of the problems she was facing. Her next step was to share these w ith
col leagues.

(~ )

Case Study 3:

~ Using action research for CPD
First cycle
Planning:The teachers, in groups of two or three

One of the authors of this book (Janet SttJart)
ran a week-long action research workshop for
serving teachers at the Druk White Lotus School
in Ladakh, India, in 2006. The school is dedicated
to combining trad it ional Buddhist values and
cultu re w ith more modern teaching and learning
methods.

Day2
Action: The teachers, individually, taught their

General idea and diagnosis:This was carried out

lesson.

by the head teacher prior to the workshop. The
15 teachers in the lower and junior school were
graduates but only t hree had any professional
t raining. The rest of them 'taught as they were
taug ht~ The teachers were used to the 'learning
by rote' met hod rat her than activity-based
learning.

Monitoring: The head and I observed the

The head teacher began a programme of onthe-job training based on reflective practice,
consisting of one session a week, after school.
Our action research workshop fitted into this
programme. The head teacher found t hat the
teachers seldom used group work in their lessons
and chose this as the focus of the workshop.
To show how this can be fitted into school-based
CPD, the eight-day programme of activities is
shown below.

Day1
Introduction: We presented a simple form of
the action research cycle to the teachers and
explained how to collect evidence through
observation, field notes, analysing pupils' work,
short questionnaires and interviews.

based on year teams, planned an English lesson
using groups.They also planned how they would
collect data.

lessons, using various informal observation
schedules and notes; I conducted interview s
with a group of pupils. Where possible, we
fed back our comments individually to each
teacher. The assistant head videoed short
extracts of each lesson. Some of the teachers
wrote field notes or gave pupils short
questionnaires about their experience of the
lesson.

Evaluation and reflection: After school we
held a feedback session. Each teacher reported
briefly what they had done, what evidence
they had of pupils' reactions and pupil learning,
what they thought had gone well, and what
they wanted to improve next time. The head
and I added brief comments from our
observations.

Second cycle
Planning:The teachers planned a similar lesson
for the following day, deliberately cha nging
some elements (such as the composition of the
groups, the organisation of the work, etc.)
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Day3
Action: The teachers taught the second lesson.
Monitoring: The observers assisted as before.
More teachers this time were able to collect their
own evidence, and some interviewed pupils.

Evaluation: In the feedback session after school
everyone watched the video clips. The teachers,
as well as the observers, gave feedback to their
peers, including praise and challenge.

Reflection: Each teacher talked about what they
had learnt from the experience.

Making public
Day4-7
Workshops on report writing: Teachers, with
tutorial support, drafted reports, first individually,
then in year groups, covering what they had
done, what evidence they had collected, and
what this showed about pupils' learning and
pupils' reactions to group work. They summarised
what they had learnt, showing what had gone
well and what they needed to work on.

DayB
Final Plenary: Each group presented their final
reports. They reflected on the process and set
out what they would do next in the form of
Action Steps.

Consultant's summary and reflection I kept a
daily journal recording what I saw, preliminary
analyses of the data, summaries of the teachers'
responses, and plans for the next stage of
the cycle.
There were small but noticeable changes in
the lessons. During the second cycle the

teachers showed more confidence in organising
the pupils into groups, and the pupils worked
better because they understood more clearly
what they had to do. Both pupils and teachers
were highly motivated, partly because of
the novelty and because of the attention
being shown to them by the consultants
and senior teachers. At the end the teachers
were proud of their achievements in trying
out new methods successfully, and in
collecting data (something they had never done
before).

Head teacher's evaluation 'The teachers found
it very different and very helpful. Through this
exercise they began to realise that the book is
not the only focus for learning. Since carrying
out the action research exercise, most have tried
using group work, but a few still need to be
directed to do so. Some use it in art and IT, where
there are no set texts, but not in other subjects.
Their thinking still seems to be: if there is a book,
you do what it says. lt is not clear whether this
is laziness or a lack of confidence in their own
knowledge:

Comment One week is not usually long enough
to break old habits or to embed new methods
in a teacher's repertoire. In this case, the head
teacher was able to build on the workshop and
reinforce the messages during her on-going
training programme. In this way, it is hoped
the teachers will develop professionally to the
point where they have a repertoire of teaching
strategies and the knowledge and confidence to
use them appropriately.

Concluding comments
We have stressed the importance of'reflecting on practice' throughout this book. lt seems to
us a useful and realistic way of helping teachers to take greater responsibility for improving
their own teaching. However, if they are to do this, 'learning to reflect' must be built into
all types of teacher development programmes, from ITE through to CPD. Teachers need to
understand what 'reflection' means, and to practise the skills of reflecting, until it becomes a
habit or 'second nature:
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To teach reflection requires tutors not only to explain the idea, but also to demonstrate it in
practice, which is much harder. Students need to be given as much opportunity as possible
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to reflect at all stages of the programme: in seminars and in assignments, as well as during
the practicum.The ability to reflect constructively on their own teaching, and on their own
learning as wel l, has to be an important criterion for successfully passing the programme.
Research is often seen as something that only academics or outside 'experts' do. But since the
1960s there has been an important movement to encourage teachers themselves to become
researchers within their own classrooms and schools. A good way into this is to develop the
skills of reflection, learn simple research methods, and undertake action resea rch.
This applies even more so to teacher educators. The case studies in this chapter show how
people have done action research within teacher development programmes. We hope these
will inspire you to try it out for yourselves.
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Chapter 13

The nature of
professional knowledge
in teaching
Overview
The main objectives of this chapter are to:
•

discuss the general idea of professional knowledge and the different kinds of
professional know ledge needed in teaching

•

examine ways in which teachers develop and use their professional
knowledge

•

highlight the importance of practical teaching knowledge in developing expertise in
teaching

•

sketch the stages of professional teacher development, from novice to expert.

Introduction
Throughout the book we have examined different aspects of learning to teach, some
theoretical, some practica l. In this chapter we sha ll try to draw together some of the threads
by looking in more depth at the nature of the professional knowledge needed for successful
teaching. To teach well teachers have to understand, at least to some degree, the broad
theoretical principles which underpin teaching in general. They must also develop practical
in sights into what works in any particular teaching environment. The central message of this
chapter is that teaching is not a ritual to be learnt and repeatedly rehearsed. Rather, it is a
professional learning journey that requires teachers to adapt what they know about teaching
to different school settings and classroom situations.
In the course of this journey, teachers draw on knowledge from different sources, as they
gradually widen and refine their knowledge and understanding. Classroom teaching
can generate further insights about organising teaching to improve pupil learning. Thus
knowledge about teaching arises from practice as well as from theory.
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Understanding how teachers acquire and use both theoretical and practical teaching
knowledge has implications for what should be included in the teacher education
college or university curriculum, and what shou ld fo rm part of school-based teacher
education.

THE NATURE OF PROFESSIONAL KNOWLEDGE IN TEACHING

Becoming a professional

®

REFLECTION
On hearing the word 'professional' what comes to mind7 Use a mental map to show this.
Usually before new entrants are admitted into a profession, they have to follow a prescribed
course of study, set by those responsible for defining, transmitting and enforcing the
minimum standards of that profession. At the end, they have to pass some kind of formal
examination and demonstrate the ethical commitments and values associated with the
profession. Only then are they granted a licence to practise.
However, the knowledge, understanding and skills that professionals acquire and use are not
gained simply by following a prescribed course of study and passing exams. Kennedy (2002)
suggests that there are different kinds of professional knowledge which come from different
sources.

1. Academic institutions: Universities and colleges provide systematic knowledge, for
example about subjects, theories of teaching and learning, and research findings.

2. Policy-makers: Both governments and professional bodies may lay down prescriptions,
setting out the dos and don'ts for a particular profession at a particular time. For example,
teachers must conform to a code of ethics. There may be rules about lesson planning,
or using continuous assessment; there might be a policy about treating girls and boys
equally.

3. Personal experience: Much of a teacher's craft knowledge and skills comes from practical
experience, including their own schooling, parenthood and so on. We are often only
half-aware of such knowledge, and may find it difficult to articulate.

®

REFLECTI ON
As a teacher educator, which of these sources of knowledge do you feel are most useful to
you in developing teachers? Why?
In certain professions new members are required to work under the supervision of more
experienced colleagues for a specified length of time. During this time they sharpen their
skills and are expected to develop in-depth practical understanding of their work. For
example, medical doctors learn to carry out surgical operations by working with senior
colleagues. Sometimes this practice"based training will lead to higher qualifications which
show that the new entrant has progressed beyond the level of a beginner to a level nearing
that of an expert or specialist. Research shows that such supervised learning on the job plays
an important part in developing professional knowledge (Eraut 1994).

Professional knowledge in teaching: different types
and uses
Different authors have written about types of professional knowledge in different ways.
One common broad distinction often made is between propositional and practical forms of
teachers' knowledge.
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Propositional knowledge is usually public, and often published; it is written down as
statements (or propositions) about facts, principles, theories, research fi ndings, and so on.
Wallace (1991) calls it received knowledge, partly because students often just 'receive' it from
tutors or books, and partly because it is treated as 'received wisdom' and accepted uncritically.
Public propositional knowledge generally originates from academic institutions and
policymakers as Kennedy (2002) describes above.

Practical knowledge, on the other hand, is often private and difficult to express in
statements. Much of it is 'experiential' because it is developed throug h personal experience.
Craft knowledge is of this kind.

Case Study:
Starting teaching in ru ral Ghana
At my first station, a fishing community in the
Western Region, where the children like fishing'
more than going to school, I organised a parent
teacher association (PTA) meeting with the
help of the headmaster and other colleagues.
Unfortunately, the number of people at the
meeting was not encouraging so we had to
reschedule it to the end of the term. During
this second meeting we tried to find out what
problems the parents faced and we also spoke
to them about the importance of children's
education. We finally promised them we were
going to give the pupils the best education
possible provided they, the parents, gave us
the necessary support. lt was difficult teaching
science and mathematics in a rura l community
because most of the children are not exposed
to the 'world: However, with the assistance of a

lot of teaching and learning materials they were
able to understand me.
Another problem was children coming to school
very late. I used a whole term to visit most of
the pupils in their homes. I found out that the
community was a scattered one, with some
children living as far as five kilometres from
the school. With the help of the headmaster,
we changed the time for schooling. The
new time was suitable for both parents and
children.
To enhance best teaching practices there
should be co-operation between the teachers
themselves and the community in which the
school is located. Let the community know what
is happening in the school and get involved in
community work.

(Extract from Best Teacher Award in Ghana, MOE 2003)

REFLECT IO N
What kinds of knowledge do you think are being used by a) the teacher in the case study
above; b) by the teacher educator in the quote below?

______

- - - - -"'·'"-"""""'""

,
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·--------'"'"'"'"-·-··

u~art TIU> I4WU1£ tft.e,3oodteaclter rued£ to ~Y~ IU>;hu

m.e.tfwdoLbjy ilv oyder to Y~ tft.e, deliveYy ofLuroff£. M~ t:hi;tk tlw.t- teaclterr
teac/t, tft.e, way they were- 'l:auj/tt; wh.icf.v may be- tn~ ai: tft.e, very be:J~
ofa, teacher'! career. Howwet) tltrou:Jh-tf'~ PJtd wuctured e-xpo~
they are- e-xpected to ad.bft n.ew-wayr oft~. Tfu.oe- r/wu/d~ inro
ac.cbwti: tft.e, backjyowu:f., oft/uir ~ PJtd tft.e, teacher;' WOY~ UJ!td.itUJff£.
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Propositional professional knowledge
Let us examine these two types of knowledge more closely, beginning with propositional
knowledge. Shulman set out a useful list of seven different kinds of knowledge that
teachers need:
•

subject content knowledge (what to teach)

•

pedagogic content knowledge (how to teach it effectively)

•

general pedagogic knowledge (about classroom management. assessment, lesson planning, etc.)

•

curriculum knowledge (about the school curriculum)

•

knowledge of learners (about child development, educational psychology)

•

knowledge of educational contexts (relations of school and society, educational sociology)

•

knowledge of educational aims and values (policies, philosophies)

(Shulman 1987)

These different kinds of knowledge can be given different emphases in different
contexts. Many teacher education programmes, especially in developing countries,
weight subject content knowledge heavily in an attempt to strengthen student teachers'
background knowledge of school subjects. This is seen as necessary when many of those
who enrol in teacher education programmes enter with weak qualifying grades in key
subject areas such as mathematics and language. But'pedagogic content knowledge'
is equally important. This knowledge focuses on how school subjects are internally
structured and the methods that can be used to convey meaning and understanding
of school subjects. For example, to teach the concept of fractions well, the teacher must
first possess a good conceptual understanding of fractions (subject content knowledge),
and then possess understanding of the methods or strategies (pedagogic content
knowledge) for teaching fractions in ways appropriate for particu lar age groups and
ability levels.
All teachers need to know about the school curriculum, including teaching materials and
general assessment strategies. They also need to understand the characteristic features
of local schooling, such as what resources are available, how commun ities perceive the
schools, and what factors have contributed to the current situation.
Teachers should also be able to draw on knowledge about education or teaching
that comes from educationa l research on schooling, theories of social organisation,
teaching, human learning, cognitive psychology and so on. However, much of
the research that has provided the basis for educational theories was carried out in
industrialised countries of the North and West. As discussed in Chapter 11, difficulties
can arise when such knowledge is applied wholesale in countries that have very
different social and educational environments. For example, teaching in multigrade
classrooms in rural Vietnam presents challenges that may be very different from
teaching in urban schools in richer countries. Although theory and abstract knowledge
is important, to be useful it has to be adapted to different needs and situations or
generated more locally.

Practical professional knowledge
Every teacher possesses some knowledge of teaching derived from practical experience.
Some ca ll this the'wisdom of practice: Others describe this as tacit knowledge because
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it is deeply personal and hard to put into words. The teacher educator above called it an
'art of practice: As teachers gain more experience in teaching, they are able to develop
in sights about their work that go beyond simply applying the prescribed rules and strategies
of teaching. They begin to act more spontaneously in response to a classroom teaching
problem. They can do so because they remember, perhaps subconsciously, how they tackled
similar problems before and what happened. As th is experience continues, teachers who
have formed the habit of ref1ecting on their practice develop a range of personal teaching
strategies and tactics which they constantly adapt in their teaching.They build on lessons
that were successful and learn from the failures. From this store of knowledge and experience
they can decide quickly what teaching approaches are most likely to help pupils understand
a particular concept.
Michael Eraut (1994:15) calls this type of knowledge 'practical know-how'- knowledge about
teaching which is present in the action of teaching itself. lt is a combination of what one
knows, does and learns from doing. lt may be shown in simple practical ways, like keeping
order in class, or in more complex activities such as lesson planning.There are some examples
below.

Examples of teachers' practical professional knowledge
•

Controlling the class

•

Dealing with individuals, knowing when to 'step in'

•

Small practical ways of making a lesson run smoothly

•

Ways of organising classrooms and pupils

•

Opening routi nes

•

Tried and tested strategies for handling different situations

•

Knowing how to turn academic knowledge into lesson content that makes sense
to the pupils

•

Different ways of dealing with disruption

•

Ways of interpreting what goes on and being able to respond quickly to classroom
events

•

Marking and assessing

(From The School Mentor Handbook, Hagger, Burn and Maclntxre 1993:11)

Much practical knowledge is 'situational': it includes knowledge of the particu lar school, a
particular class, and how particular individuals are likely to behave. The teacher has acquired
this knowledge through day-to-day experience in that situation.

®
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R EFLECT IO N
1. In your view, will the kind of practical professional knowledge required for teaching in
primary schools be different from that needed in secondary school teach ing? Why or
why not?
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2. Similarly, wil l practical professional knowledge be different for different subject areas?
Why or why not?

3. Do school teachers and teacher educators use similar knowledge in their jobs? If not,
what do you th ink are the differences?
------""""'"""''"""'~'

·---·-..··--

Integrating different kinds of knowledge for effective practice
How do effective teachers bring together the different kinds of knowledge- propositional
and practical - to deliver successful lessons7 Research suggests that each teacher constructs
their own store of personal knowledge, drawing on all the sources we have mentioned.
This is a complex process. James Calderhead, who studied teacher thinking, uses the term
'metacognitive processes' to describe what happens when teachers do this. According to
Calderhead metacognitive activity involves:
... processes of abstraction, comparison, analysis, and evaluation that operate on different images of
practice or on a variety of knowledge bases to generate usable practical knowledge
(Calderhead 1988: 60)

This sounds complicated but it is something that we all do without fu lly real ising it. He
uses this example to illustrate the idea:

Teachers' metacognitive activity
Planning for a class of 11-year olds requires some conception of what a class of 11-year
olds is generally like, what range of abilities, interests, and spans of attention they might
have and how they typically react to different types of material or situations. In order
to plan a scheme of work for a class, a teacher has to have accumulated a considerable
amount of knowledge about children and to have abstracted from that knowledge
typifications, or exemplars, of what children and classes are like ... Planning might start
with an idea which is generally elaborated into a formal plan or mental image of a lesson,
drawing on knowledge of subject matter, pupils, teaching strategies, material context etc.,
which are all compared and contrasted in a series of decisions about what form a lesson
will take.
(Calderhead, 7988.· 60)

This example shows the teacher drawing on:
•

Propositional knowledge: about child development, about subject matter, the
curriculum and classroom management

•

Practical (craft) knowledge: their own experience of planning lessons, their memories
of how 11-year olds normally react, and a repertoire of teaching strategies that have
been tried in the past

•

Situational knowledge: about that particular class and the school context.
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Figure 13.1 A teacher uses different kinds of knowledge
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Here is what a teacher in a public school in Africa says he does in preparing to teach:

wlw.x I

try to do uto eJUure- that- it ruitr ~P.je- of~~ it ureLew..ni:to ~

ai:tradr their ai:teni:UJ14 P.Jtti I

reLect apfWO[WiA:te- Leanwfj U<Af:erial> that-~ C()fWej'

foul Ultlf' of

~to ~ . .. after a, two~ I reflect o~al£ that- ~P.Jtti

im.provUtj, upedaliy if quedimu wen Mt a.Jt£wered fWOfUly by~~·

What this teacher says illustrates the importance of reflection in the development of practical
knowledge (see Chapter 12). Any teacher can pick up ways of teaching from their experience,
but the more effective and successful ones give serious thought to what they do, compare
it with what they were taught at college, and try to understand why some strategies work
and others don't. They then feed this understanding into their future classroom practice
and continue to do so whenever they teach. In effect, every teaching event presents an
opportunity for learning about how to improve pupils' learning.
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In many developing countries, classrooms have limited resources and a w ide range of
mixed-aged children. In such cases the teacher must constantly be thinking of appropriate
strategies to sustain the interest of all pupils and make learning possible for them. What is
most needed under these circumstances is practical knowledge. No formal teacher education
programme can prepare teachers for every possible situation that they may encounter in the
real world of teaching Yet the propositional knowledge learnt in college can help shape
teachers'thinking and therefore help them get the most from their practical experience.
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Learning from practical experience
An experienced primary teacher in Malawi, working with large numbers of children in a
poorly resourced school, was explaining to a researcher how he adapted his teaching to
the needs of his Standard 1 pupils: 'I observe their playing level, and when I start from their
playing level it's not difficult for me to teach them new things:
This teacher knew, from his formal training, that children develop by stages, but that
individuals move at different speeds. He observed his pupils carefully as they played
together, for example, how far they could count, and what caught their interest. He then
used his own judgement to adapt lessons in the teachers' guide to their abilities, with
whatever resources were available. For example he showed some pupils how to use the
sandy ground to practise writing.
(Croft 2002a: 331)

Thus teachers use their knowledge in practice to solve teaching problems they encounter.
But often the problems are unclear, or ill-defined, and frequently there are no simple answers.
The teacher can gain insights by observing how their pupils interact with each other and
how they learn best. They can experiment with different approaches and see which works
best. As Danielson (1996:18) has observed, the key to good professional practice is: 'the
appropriateness of different choices, there are no right and wrong answers ... these choices
and decisions represent the heart of professionalism~
Ref1ective teachers are able to use their considerable knowledge of pupil characteristics,
classroom climates, ability groups, learning environments, subject structure, pedagogical
principles etc., to choose an appropriate strategy for teaching. Even in the action of teaching
itself, ref1ective teachers constantly adapt their teaching plans through a process of
self-evaluation- this is what Schon (1983, 1987) calls 'ref1ection in action' (Chapter 12).

(!

REFLECTION
1. Danielson (1996) says it is not helpful to think of teaching as having 'right or wrong
answers~ Can you think of any teaching and learning situations where a course of action
can be described as always right or always wrong?

2. Do your students think there are right and wrong approaches to teach ing? How can
you help them develop 'wise judgements' and learn to make appropriate choices in the
classroom?

3. In some countries a lot of effort goes into finding 'best practices' in teaching, and teachers
are encouraged to learn these best practices. Can you think of an example of'best
practice' in teaching? How much should we aim to describe and spread 'good practice' or
are there ways of teaching that are clearly 'best'?
To summarise, teachers draw on d ifferent kinds of propositional and practical knowledge,
which could come from different sources: books and lectures, official guidelines,
demonstrations and observation, CPD courses, teaching experience and ref1ecting on
that experience. From all these sources, each teacher develops a very personal practical
knowledge-base of teaching that varies from teacher to teacher. In the next section we shall
discuss the stages of developing such knowledge and what can be done to promote it in
appropriate ways.
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Phases of developing professional knowledge
Initial teacher education programmes
Initial teacher education programmes often focus on various kinds of propositional
knowledge. Most teacher educators agree that student teachers shou ld have acquired
basic knowledge and skills of teaching by the t ime they qualify. Th is fundamenta l
knowledge base forms an essential starting point for making decisions in the classroom. But
real teaching conditions are far from the ideal usually presented in formal teacher ed ucation
programmes. Teachers have to constantly adapt and improvise to meet the learning needs
of their pupils.
Thus, although propositiona l knowledge is necessary, it is not suffkient. This is why
practical knowledge is so essential. it is therefore surprising that in many teacher ed ucatio n
programmes, practical knowledge is the least discussed, even during teaching practice.
Ultimately, personal practica l knowledge is the most critical part of professional knowledge
as it is what distinguishes a novice teacher from t he more experienced and successful
teacher.

·------·'""'"' ""'" ··----·-"'""'"'""'"'___

REFLECTION
How could ITE programmes be designed to give more attention to t he development of
personal practical knowledge? (See Chapter 9) Do you know a programme that does
this well?
There is some evidence that many college teacher education programmes do not make
much difference to what teachers are able to do in the classroom. In Chapter 2 we reported
research from Ghana which suggested that some newly qualified teachers were unable to
put into classroom practice what
If we know that teachers are highly likely to teach as
they had learnt at college. Nor had
they were taught and if we are not satisfied with the
their training had much impact
way they were taught, then how can we help them
on changing their prior beliefs
develop different teaching strategies? ... We are caught
in a vicious cycle of mediocre practice modelled after
and attitudes to teaching, or even
mediocre practice, of trivialised knowledge begetting
the images of teaching they had
more trivialised knowledge. Unless we find a way out of
brought w ith them. Such a finding
this cycle we will continue re-creating generations of
poses a real challenge to teacher
teachers who recreate generations of pupils who are not
education programming.
prepared for the technological society.
Kennedy puts it like this:

(Kennedy (1991:662)

----""-""'"""'-··----·-..·-·-···---REFLECTION

Note down some strategies that might help to break this cycle. You could refer to earlier pa rts
of the book, such as Chapters 2, 5 and 6.

____

,,.................... . . . ....

The newly qualified teacher phase
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In developing countries there may be additional reasons why teachers find it hard to bring
practical and propositional knowledge together to develop w orka ble personal approaches
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to teaching. Some of these are illustrated in Figure 13.2. lt shows that certain critical factors
impact on the commitment and ability of teachers to make the most use of the in sights
they have gained from college to develop into effective teachers. If not handled well, these
factors could also become major distractions that shift teachers' focus away from reflective
practice.
For example, poor school facilities, inadequate teaching resources (such as not enough chalk,
books, and w riting materials), and poor pay and living conditions could become disincentives
for developing effective teaching. Early career teachers may bring negative or out-dated
images and beliefs about teaching, and may receive very little professional support from their
school. Under these circumstances, motivation would decline and teachers may not invest
personal energy to improve their classroom practice. Some early career teachers may even
neglect many of the va luable ideas about teaching they learnt in college and concentrate on
simply surviving their early years.
Figure 13.2 Influences on the development and use of practical knowledge
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Even under such difficult circumstances, many new teachers do deal successfully w ith
such challenges. Some find supportive colleagues or head teachers who give good advice
or act as role models. Access to good induction courses, followed by regular CPD, wou ld
greatly help them to develop more appropriate teaching strategies and improve pupils'
learning.
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Induction, probation and internship
There are various ways in which newly qualified teachers (NQTs) can be supported in their
first year.
Induction programmes
These are often fairly informal and could include:

•

a school-based programme for the new teacher to meet all the staff, members of
the local community, pupils and parents

•

opportunities to share experiences with other new teachers, discuss problems
and find ways forward, perhaps meeting regularly under the guidance of a head, a
District Education Officer, or teacher educator

•

classroom observation of more experienced teachers; being observed by a
colleague who offers constructive feedback

•

local seminars on useful topics, perhaps suggested by the NQTs themselves.

Probationary year
This is more formal. The teachers do not get their final licence until they have satisfactorily
completed one year of teaching. During this time they may be:

•

required to attend classes or seminars

•

assessed through observation or through a portfolio of evidence (see Chapter 7)

Ideally, the NQT should have a reduced teaching load during this time.
Internship
In some countries the final year of study is combined with the first year of teaching. For
example in Ghana's 'IN-IN-OUT programme, the final year is spent teaching in a school
under supervision, before returning to college to take the final exam.

®
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REFLECTION
Who and what helped you develop your own practical knowledge in your early years of
teaching?

___ ____
_____ ___ _____
__

-----··"-""""""'"

----"""""'"""""'"""""-'"'

ACTIVITY
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,........................,,.,_,
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1. Make two lists: what, in your view, beginning teachers should know and be able to do,
and what teachers with five years experience should be able to know and do.

2. What are the main differences?

___

----·-""'"'"""""'"-·-·- ----·-·"'""""'""""'"_"

___, __,_,.,

,

___

Moving from novice to accomplished performer
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In many developing countries, initial teacher education is given far more emphasis than
continuing professional development (CPD). Much money and time is spent in training
colleges and university departments of education preparing student teachers to teach,
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whilst very little is spent on professional development once they start their teaching career.
This leaves many qualified teachers without the needed guidance to develop appropriate
practical skills for teaching. Many countries do not have systematic programmes for
induction and teacher development.

REFLECTION
Think of the most useful and least useful CPD activity you ever took part in. What were the
important differences between these two?
As Danielson has noted:
Teachers demonstrate lack of flexibility and responsiveness when they stick to a plan, even when the
plan is clearly not working; when they brush aside a pupil's comments or question ... or stay with
an approach even when it is clearly inappropriate for some pupils. [On the other hand] more able
professionals are good at using, and redefining where appropriate, propositional knowledge in the light
of accumulated 'wisdom of practice' to achieve good learning outcomes for pupils .. ., such teachers
have acquired the appropriate tools for problem-solving.
Danielson (1996:103 )

The difference between novices and their more experienced colleagues lies in the extent to
which the latter are able to make interpretations and judgements about teaching that reAect
a much deeper understanding of how goals, plans and actions help pupils improve their
learning and achievement. Once the newly qualified teacher steps into the classroom, the
goal should be to move them towards becoming reAective practitioners who are always
striving to improve their own teaching and their pupils' learning.
The pathway might look something like the model shown in Figure 13.3.

®

REFLECTI ON
1. Can you find examples from your own experience of teaching and/or observing others
teach to match the Dreyfus model? You may find some criteria fit better than others.

2. If you have worked as a teacher educator, did you experience similar stages as you learnt
this role?

Constructing personal and practical pedagogical knowledge
After initial teacher education, new teachers are expected to have acquired a basic theoretical
knowledge of teaching and some limited practical knowledge from teaching practice. This
knowledge base of teaching may be what they need to start work in the classroom. With time
and experience, the teacher- or teacher educator- who is constantly reAecting on his or her
practice should develop a personalised and practical knowledge base of teaching, 'which includes
notes and memories of cases and problems which have been encountered, reAected upon and
theorised to varying exten! s and with varying significance for current practice' (Era ut 1994).
This is shown in Figure 13.4, which also shows how social interaction such as collaboration
plays a role in constructing pedagogical knowledge. Personal collaboration can be
between teachers, or between teachers and teacher educators, either face-to-face, on the
telephone, via email etc. Collaboration via public materials includes all that we can learn
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Figure 13.3 From early career (novice) to expert practit ioner

Stage 5: An expert teacher
•

no longer needs to think about rules

•

has a deep understanding of pupils' needs based on experience

1 •

•

recognises new problems and knows how to solve them
has a vision of good teaching
I

Stage 4: A proficient teacher
• looks at the class as a whole while at the same time noticing
individual differences and deals with them appropriately
• can make quick and appropriate decisions
• has developed their own ideas which guide their actions
flexibly according to the situation

I I
Stage 3: A competent teacher
• can manage the class and deal with all the demands and
activities during a lesson
• has set up procedures and routines for teachi ng
• plans how to deal with all pupils' needs

I

Stage 2: An advanced beginner teacher
• begins to notice some of the general characteristics of each class and
adjusts their teaching accordingly
• begins to see differences between pupils but is unable to adapt
teaching strategies appropriately
• tries to meet pupils' needs, but can't decide which are most important

7I
Stage 7: A novice teacher
• keeps rigidly to the rules they were taught in training
• treats each class in the same manner even when there are clear
J
differences requ iring different strategies
• sticks rigidly to lesson plans and is unresponsive to learning pupils' needs
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(Based on the Dreyfus model of developing practical professional skills, summarised in Eraut 7994:724)
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from, and contribute to, teachers' guides, textbooks, teacher newsletters, radio programmes,
professional websites etc. As well as th is collaboration, their existing strategies and theories,
and reflection, teachers can also use action research to identify options for action. These
options can be thought about in lesson planning, or be considered during teaching. Teachers
then act, the results of which help to develop their knowledge of pedagogy and school
context as a basis for future action.
Figure 13.4 Social constructivist view of teacher development of pedagogical knowledge (Based on
Croft 2002b)
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(;;: \ Case Study:
~ Case study from China
Experienced Chinese teachers commonly plan
lessons together. Student teachers also do this;
they practise with each other before entering the
classroom, watch each other teaching, and later
the group share comments and observations.
Similarly, as in-service training, primary teachers

systematically observe others teach for ten
hours per term. Teachers from other schools are
invited to g ive demonstration lessons. Through
such collaboration, changes and innovations are
disseminated face-to-face.

(Cortazzi 7998:2 77)

Concluding comments
Throughout this book we have tried to show that good teaching is a deeply reflective and
creative activity, in which teachers are continually reconstructing and refining their own
ideas. This is in sharp contrast to the behaviourist perspective of learning to teach which
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tends to focus on developing, or prescribing, specific teaching behaviou rs. We have argued
that teaching, including teaching teachers, is a constructive problem-solving activity and a
lifelong learning process. Effective teachers are not produced in an instant after successfully
completing initial teacher education. Their journey to become effective teachers really begins
when they start regular classroom teaching. This journey is also a social process because
teachers learn from many people, including teacher educators, each other, and their pupils.
In this concluding chapter, we have tried to show what a social constructivist teaching
approach means in practice. In particular, we have pointed out the importance of paying
attention to and valuing the knowledge produced through the activity of teaching. This is
termed 'reflective teaching~ The theory and principles of teaching give us the reasons for
methodology in general. Practical experience gives us the knowledge needed to respond
to every situation in a suitable way. Teachers work under different school and classroom
conditions and teach pupils with different learning needs and background characteristics,
which means they need to constantly evaluate and adapt their knowledge and skil ls. Those
in the habit of reflecting on their practice and evaluating the outcome will be the most
successful in helping their pupils improve their learning and achievement.
Teacher educators can play a key role in promoting this attitude to teaching throug h thei r
own example. We hope that this book, including its reflection points and activities, has given
you many opportunities to develop your own knowledge and practice, either alone or with
colleagues. Through you, many more teachers will be able to improve teaching and learning
in their classrooms for all their pupils. That is, after all, the aim of teacher education and
teacher development.

204

Activity appendix
These are longer activities based on the ideas in the different chapters. They could be
adapted for college-based assignments, or for workshops.

Chapter 1
Research into CPD for teacher educators
A World Bank study of teacher education argues that:
Interview five or six people
involved in some way with teacher
development. (They could be any
of the groups mentioned in 'About
this book' on page vi). Find out
(Craigetal.l999:14)
what professional development
they have had for their job: informal
induction, in-service courses, further study opportunities, workshops, etc. with particular
reference to the above suggestions. Finally, ask them what kinds of CPD would help them
most.
... teacher educators [should] be active in classroom
and school research, model good practices in their own
teaching, impart clear subject pedagogies, have a clear
concept of how adults and children learn, and take time
to reflect with students about teaching practice

Chapter 2
Select one or two of the exercises described in this chapter and try them out with a group of
students. Write a short report on the results, including:
•

why you chose this exercise

•

what instructions you gave

•

analysis of the results

•

your conclusions

•

how you intend to follow this up in your teaching

•

whether you would try this again, and if so, whether you would do anything
differently.

Chapter 3
Take a teaching topic that you are familiar with . If you are working as a teacher educator or
trainer, take one you are teaching now, or have recently taught, on either an ITE programme,
or an INSET/CPD course. Plan one or two lectures, seminars or workshops on this topic,
making deliberate use of the discussion of learning theories in Chapter 3.
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Chapter 4
Select one topic or activity from a teacher education programme. Design a learning cycle for
it based on Kolb's experiential learning model. How might this improve the students' learning?

Chapter 5
Select one of the methods described in this chapter which is new to you . Make a list of ways
of doing it well, and note the problems you might encounter. Add an explanation about how
the method might help student learning.
Then try it out and write a short report.

Chapter 6
Use your own ITE or INSET/CPD programme, or one you are familiar with. List ways in which
the taught courses and the practical experiences of the students/teachers are already linked.
Then list potential ways of integrating them more closely.
If possible, plan and implement one change for the coming term or year which will lead to
better links between practical teaching experience and other aspects of the programme.

Chapter 7
1.. Assessing practical teaching and developing competency criteria
Part 1.: Review the items in the teaching practice assessment instrument used in a teacher
education college. (You can use the example overleaf or any other you have.)
•

What do you consider to be the strengths and weaknesses of the evaluation items in
the teaching practice assessment instrument?

•

Compare the marks given and the 'remarks' of the assessor using the teaching practice
assessment instrument- what issues do these raise in terms of making judgements
about teaching performance?

•

How easy or difficult is it to use such an observation format?

•

How useful are the remarks as feedback to help a student teacher improve7 Why?

Part 2 : Form four groups of student teachers in your class. Each group should take one
of the domains of professional practice described earlier and develop criteria for levels of
performance similar to the ones developed in Figure 7.3.
Each group should present and explain their work to the class. A flip chart or similar will be
useful in presenting the group's work. From this exercise, the whole class should come out
with a comfilon competency-based assessment framework for assessing student teachers
and early career teachers. This could also be used for CPD for mentors

2. Using portfolios
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Work with your student teachers, newly qualified teachers, and/or other colleagues to
produce criteria for compiling records of teaching that would go into a professional portfolio
for (a) student teachers and (b) early career teachers. How would you assess the evidence
assembled in the portfolio for summative and formative purposes?

ACTIVITY APPENDIX

An example of a teaching practice assessment instrument
Name of student:

Date:

College:

Time:

Topic:

Class

Subject:
Evaluation items

Marks

Remarks

1. Lesson preparation

1.1 Clear definition of learning
objectives

4

1.2 Logical sequencing of teaching

3

1.3 Suitability of content

Good

4

1.4 Suitability of introduction and
conclusion

Clear and
specific, keep
it up

Very good

3

Satisfactory

3

Good

2. Lesson presentation

2.1 Appropriateness of introduction
2.2. Logical presentation of content

4

Conversant

2.3 Using of teaching and learning
aids

4

Available and
were used

2.4 Use of chalkboard

4

Good

2.5 Pupils' participation

Good

3

2.6 Appropriateness of questions

4

Very good

2. 7 Clarity of instructions and
explanations

3

Good

2.8 Mastery of subject matter

3

Good

2.9 Achievement of learning objectives

3

Good

2.10 Time management

4

Keep it up

3. Classroom management

3.1 Class control

3

Good

3.2 Organisation of pupils ' activities
(group work etc .)

3

Keep it up

3.3 Management of teaching
resources

3

Good

3.3 Teacher-pupil relationship

3

Satisfactory

4. Teacher presentability

4.1 Appropriateness of dress
4.2 Punctuality

3
2

Room for
improvement
Improvement is
needed

Key: 0 = not done or very poor, 1 =weak, 2 = adequate, 3 =good, 4 =outstanding
Total score:

Grade:
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Chapter 8
Analyse a teacher education curriculum using some or all of the questions below as a guide
and write a short report on your findings.
If you choose a programme that you are familiar w ith, you can supplement the curriculum
documents with insider knowledge of how it is taught, and perhaps even how it is
experienced by students. Otherwise, you can do the analysis from the documents only. This
may be more difficult as most documents focus on the content, ignoring pedagogy and
giving little detail about assessment.

Aims
The documents usually spell out some of the general aims, though others may not be written
down because they are taken for granted by the stakeholders.
•

What kind of teacher is envisaged, in terms of knowledge, skills and attitudes?

•

What role(s) will that teacher be expected to play?

•

How appropriate are these aims for the local education system?

•

What views of learning to teach are implied in the document?

Content
The content is usually set out in the form of a syl labus for each course
•

What is the balance between the components of the programme (subject studies,
educational studies, general education studies, pedagogic studies, practical
experience)?

•

How are the components interrelated, i.e. how coherent is the programme?

•

Does the curriculum appear overloaded?

•

How is the content related to the prior knowledge of the students? .

1 •

For CPD, how far does it meet the needs of serving teachers?

I •

What assumptions are made about the kind of knowledge needed by the students,
whether new or serving teachers?

I

•

Is the content relevant and appropriate to the overall aims?

Practicum
•

What proportion of the programme consists of practical experience in schools?

•

Is it serial (i.e. regular s.hort visits) or block practice 7

•

How is the practicum organised (for example role of the school, logistic and financia l
arrangements, etc.)?

•

How is it assessed?

•

What practical reasons underlie the organisation?

•

For CPD, how is school experience used in the course?

Objectives and outcomes
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•

What knowledge, skills and attitudes are to be achieved?

•

Are the outcomes described in terms of separate items of skills and/or knowledge, or
as broad, holistic competences or standards?

•

Do they stress behaviour, or understanding?

•

Are specific components of the course linked to specific outcomes?

•

How closely do these objectives match the overall aims?

Pedagogy
a) Teaching/learning methods
•

What methods are recommended explicitly in the documents?

•

What methods are used in practice?

•

How do the teaching/learning methods match those used in the schools?

•

How are practical and professional skills taught?

•

Are the views of teaching and learning, and the relationships expressed in them,
consistent with the aims?

b) Teaching/learning materials
These are often very scarce and/or inappropriate, with students largely relying on lecturers'
notes. What evidence is there for use of the following?
•

Textbooks for subjects, for pedagogy, for education studies

•

Library resources, including relevant school textbooks, teaching aids etc.

•

Audio-visual resources

•

Use of local resources, human or physical

•

Use of computers

Assessment
A brief description can be given in terms of type(s) of tests, exams, assignments, projects, etc.
Further questions m ight include:
•

How are the different components assessed, and how are they weighted for the final
grading?

•

Who carries out the assessment, and what moderation processes are there if any?

•

What certification do successful graduates receive and from whom (for example
Ministry, college, university or development agency?)

•

How far do the assessment procedures encourage development of the type of teacher
described in the aims?

•

Is assessment used in CPD, and if so, what kind of assessment, and for what
purposes?

Evaluations and comparisons based on the analysis
Finally, questions can be asked for the purpose of evaluating the curriculum against selected
criteria, or comparing it with others. For example:
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•

What appears to be the underlying rationale for the programme, for example
behaviourist, constructivist, knowledge-based, skills-oriented, reflective practitioner,
etc?

•

Is the curriculum strategy as a whole internally coherent. i.e. are the aims, outcomes,
content, assessment and pedagogy consistent with each other?

•

How relevant is it to what the new teachers will need in their jobs?

•

What attention does it pay to what the entering students bring with them?

•

How does it tackle values and attitudes?

•

When was it developed, and who by?

•

What factors do you think have influenced its development?

Chapter 9
Use the model depicted on page 212 (Figure A.l) as a stimulus for discussing/developing a
teacher education curriculum for your context.
•

Start with the desired outcomes and work backwards.

•

Look at the entrants' experiences and work forwards.

•

Consider the content, pedagogy and assessment procedures in the college.

•

Build in appropriate practical school experience.

You can fill up the boxes and spaces in as much detail as you wish. lt is the discussion
and thoughts that are provoked which are more valuable than the finished pieces of
paper.

1.. Structure
The arrows show a progressive movement through the course. The cyclical lines suggest
a two-stage developmental programme, taking place partly in the college and partly in
schools. These can, of course, be altered to fit any length or location, or any balance between
school and college experience.

2 . Outcomes
Describe these in terms of:
•

Academic and professional knowledge

•

Practical skills and competences

•

Values and attitudes

, •

Personal and professional philosophy and ethics

These objectives should be realistic, achievable in the time scale, and capable of being
assessed.
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3. Entering students
How does the curriculum take into account what the students bring with them in terms of,
for example:
I•

Academic knowledge

•

Prior experience of schools, as pupils and/or as teachers; other experiences of children,
for example as parents

•

Attitudes to, and expectations of, children

•

Perceptions of teaching and teachers

•

Values, motivations, personal characteristics, hopes and fears?

How are these to be investigated, and what support is built in for th is?

4. Curriculum processes
What goes on during the course, in terms of:
.. •.
r

Content, both academic and professional
Pedagogy and teaching/learning materials

•

Assessment procedures?

What kind of coherent curriculum strategy do these form 7

5. Practicum
How long do students spend in schools and what do they learn there?
How do the school-based and campus-based parts of the course complement and reinforce
each other?
Are these processes consistent with what we know about learning to teach?

211

ACTIVITY APPENDIX

Vl

w

2

0

~
::::)
0
<(VlVlWVl Vl 2 W Z f -

....
z

>-

~

w

....

0

z

0

~
w

0
u

CL

...J

0
0
J:
u

Vl

~~

Zz
wo
I-::)
er: w

a:Jtn
212

Figure A.l

ACTIVITY APPENDIX

Chapter 10
Learning from examples of distance learning materials
Collect together examples of distance learning materials. Collect materials used to educate
teachers where possible, but examples from other subjects can also be useful. These ca n be
materials from courses you, your family or friends have taken in the past, and also perhaps
newer materials from the internet. Some could be down loaded to be studied by a g roup of
people who can meet together.
Discuss the materials using some or all of the fo llowing questions. If you are working alone
you could make notes in answer to the questions.
•

Who are these materia ls written for? Who else could use them ?

•

Do the materials state their aims or objectives? If so, what are t hese?

•

How do the materials t ry to get the student interested? Do they try to engage you
in a conversation? Do they explain how t he objectives might be relevant to your
needs?

•

Is the language level right for the intended students?

•

How are the materials structured? (For example, Chapter 10 w as structured arou nd
answering five main questions.) What show s the structure (text boxes, diagrams, use
of headings)?

•

Would the materials make sense to the intended students wit hout a tutorial to
explain them?

•

What different kinds of tasks are students g iven to do?

•

What different ways do the materials encou rage interaction:
o

between the reader and the materia ls (for example activities, reflection points)

o

between students?

•

What do you particularly like in the materials you are looking at?

•

What activities could you adapt for a course you teach?

•

What do you think cou ld be improved in t hese materials? Would t here be a fina ncial
cost to the improvements you suggest? (For example colour photographs in
printed materials are usually expensive to reproduce.)

•

For internet materials: how do they use the advantages of t he internet? Cou ld they
be printed out or down loaded and used later on a computer, or is it necessary to
use them while connected to the internet?

•

Are there any other questions that you thin k are important to ask in evaluating ODL
materials?

E-version of this activity
Research and share examples of distance learning materials. You cou ld share files and/ o r
let each other know the location on the intern et of learning materials for teachers/ teacher
educators available on the intern et. These can t hen be discussed eit her by group em ail
(fairly low-tech) or, using the tools available in a virt ual learning environment, such as
the message board (asynchronous) or a 'live' o n line discussion forum (synchronous). For
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example, you could evaluate the 'Teacher and Learning' section of the East Asia Globa l
Distance Education site http://www.ouhk.edu.hk/cridal!gdenet/index.htm. Another
possible site to explore is the National Teacher Research Panel part of the UK government's
Department for Education and Skills. At the time of writing it included distance learning
materials for encouraging teachers to use resea rch as part of their continuing professional
development, www.standards.dfes.gov.uk/ntrp (search for'CPD coordinators' guidelines').
The 'Wikieducator' site provides distance learning materials on how to design ODL materials
http://www.wikieducator.org/Training Educators to Design and Develop ODL Materials.

Chapter 11
(These can be used in many situations but are recommended here for looking at crosscultural sharing of knowledge.)

Activities for developing a common vocabulary and discussing
visions of good teaching and teacher education
1.. Joint observations
Group video observation: If you are working with people from different countries,
it would be good to watch videos of teaching from the countries where you have all
worked and/or went to school. After watching, discuss one or more of the following
points:
•

What was good about the teaching, what you were not sure about, and what you
thought was not good

•

Anything that surprised you in the video

•

What you would say to the teacher if you were giving feedback on their work

•

Discuss any differences in you r impressions of the teaching and why you value certain
things they do in teaching.

Lesson/seminar observation in schools or colleges:This often works well in pairs,
but in some countries there is a tradition of demonstration lessons and it is acceptable for
larger groups to observe a lesson together. (Explain the purpose of the observation to the
teacher or tutor, and that it is not for'supervision; coaching or appraisa l.) Afterwards, you
could discuss the same points as the video observation. In some situations it might be best
to do this as part of your everyday work, so after a normal lesson observation and follow-up
meeting with a teacher, two teacher education colleagues (e.g. local advisor and expatriate
worker) cou ld discuss the lesson later together.
2. Ranking exercise
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This activity again gives people from different countries an opportunity to understand
and discuss their colleagues' ideas. You might want to adapt the list of example
statements so that you raise local issues. If you want to open up a broader debate
about teaching and the aims of education, you could use statements about teaching
or teacher~in general. In this case, write your own statements based on comments that
you have heard people make, and/or use an internet search engine and look for 'quotes
about teachers', or similar.
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•

Each group of about three to five teacher educators needs a copy of the list of
statements.

•

Discuss the statements and try to rank them in order from 'agree with most' to 'disagree
with mosf (lt can be helpful to separate the statements by cutting up the list.)

•

If there is more than one group they can compare their ranking with other groups at
the end .

Example of possible statements to rank
•

The best way to learn to teach is on the job.

•

People should work as untrained teachers before they come to college.

•

Experienced, qualified teachers only need further training when a new curriculum is
introduced.

•

lt is best to recruit student teachers straight from school. People who have worked as
unqualified teachers have too many bad habits that can't be broken.

•

Teachers need to practise new teaching styles in INSET workshops- just hearing about
a new method is not enough.

•

The best place for serving teachers to develop their teaching is in meetings at their
own schools.

•

Calling teachers to workshops away from their schools is not the best use of scarce
funds, and often leaves classes without a teacher.

•

Cluster meetings are the best way of helping experienced subject teachers to improve
their practice.

•

School-based training is alright in more developed countries, but it doesn't work here
where the schools are full of unqualified teachers.

•

Most of a student teacher's time should be spent in schools, not in college.

•

The academic level of future teachers needs to be improved.

•

The university is the proper place for student teachers.

•

Colleagues from other countries have some interesting ideas which can be adapted to
our schools and colleges.

•

Ideas shared among developing countries will be of more use than ideas imported
from developed to developing countries.

•

People coming in from outside do not understand the teachers here.

•

Some volunteers and aid agency staff lack sensitivity to our way of teaching.

Chapter 12
Plan and carry out a small piece of action research within your own work context, either on
your own or as part of a small group. If possible find an outsider who can act as consultant or
critical friend.
If this is the first time you have done research, keep it small and simple.
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If possible, share the results and findings in public, either orally by reporting to colleagues, or
by writing a short report.

Chapter 13
Draw up an outline plan for helping new teachers make sense of their early teaching
experiences and improve their classroom practice.
This should include helping them to:
•

describe key challenges and opportunities they encountered, and say what was
particularly significant about these incidents

•

identify what they see as their successes and what they need to improve

•

draw up their own action plans, for a limited time period, with specific targets for
improvement

•

ensure some support is available, from peers, mentors, the headteacher, or outsiders.

Agree with the teachers what evidence w ill be needed to evaluate how far they have
progressed, for example observation by peers or others, their own portfolios, pupils' work, etc.
and how, when and by whom this evidence will be collected.
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Action research

research in which the researcher aims to investigate a situation
and to improve it at the same time, e.g. a teacher research ing
their own classroom practice

Active listening skills

focusing carefully on what the person is saying, often shown
by paraphrasing/sum marising their words, or constructive
questioning

Assessment criteria
(singular criterion)

standards by which something can be assessed

Audio-visual aids

pictures, charts, tapes, etc. that help pupils learn

Backwash effects

unintended effects, caused by a later part of a programme
on an earlier part, e.g. when teachers focus only on preparing
students for exams and neglect other aspects of the
curriculum

Buzz groups

when two or three students discuss brief1y a given topic

Cluster meeting

(can also be called zonal or circuit meeting) a meeting of
teachers from schools that are near each other, e.g. a monthly
meeting of science teachers, a termly meeting of heads, etc.

Closed question

a question to which there are very limited appropriate answers,
such as yes or no, or a short factua l statement

Coaching

individual in-class support for a teacher; includes
demonstrating teaching, observing and giving feedback

Cognition

knowing, understanding or thought

Cognitive

to do with knowledge, understanding or thinking

Concurrent

happening at the same time; used of an ITE programme where
both professional courses and academic subjects are studied
together

Conferencing

(by video or telephone) when several people in different places
discuss something together using technology such as the
intern et or telephone system; cameras can also be used so that
the speakers can see each other while they talk

Consecutive

happening one after another; used of an ITE programme
where professional courses take place after the subject degree
has been completed

Constructivism

a theory of learning which suggests learners actively create
their own understanding of the world through experience and
thinking

Continuum

a range; something that goes from one extreme to the other
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Co-operating teacher

a teacher who has a student teacher on teaching practice in
their class, but is not necessa rily the official mentor

Critical incident

a brief but important event during a !esson which is later
discussed and analysed, such as a pupil asking an interesting
question, or an episode of bad behaviour

Differentiated tasks

tasks given to pupils that cover the same topic but at different
levels of difficulty, e.g. simple sums with 1 digit numbers for
lower-achieving pupils and harder sums with 2 digit numbers
for higher achievers

Didactic

a teaching style dominated by the teacher telling

Electives

subjects that the student chooses, or elects, to study

Exemplar

an example of something, used for study or other purpose

Facilitate

to guide, motivate and challenge a group for the purposes of
learning

Higher order questions

questions that need analytical thinking in order to answer
them, rather than statements of facts learnt

Holistically

taken together as a whole; in assessment of teaching, the
performance is evaluated as a whole, rather than point by
point

Hypothesis

a likely suggestion, made as a starting-point for research or
analysis

Inclusive education

where schools aim to include all children, such as girls, children
from all ethnic groups, and those with disabilities or special
needs, in a mainstream school

Induction

a period when teachers are introduced to their working
environment, w ith support and training

Interactive

methods of teaching where teacher and students are in
dialogue with each other, exchanging questions, answers and
opinions

Internship

a period where an inexperienced or unqualified teacher works
under supervision

International borrowing

in education, when ideas or methods from one country are
implemented in another

Job-shadowing

spending a period observing and perhaps working with a
person doing their job, with the aim of learning how to carry
out that role

Mental map

a diagram showing ways in which ideas can be connected or
linked together

Mentor

experienced teacher who takes on the task of guiding a
student teacher, or who acts as an advisor to someone less
experienced

Metacognitive skills

very general mental skills used to organise thinking or learning,
such as planning or reviewing one's work. These skills can be
applied to many different areas of life.

GLOSSARY

Micro-teaching

when students or teachers practise one particu lar skill for a
short t ime with a small group of pupi ls or other students/
teachers role-playing pupils

Misconception

a false idea; used especially in science education, when pupils
have formed their own ideas about the natural world which
are scientifically inaccurate

Mixed mode programme

a teacher education programme which uses both distance
education methods and face-to-face teaching

Moderated

when results that depend on professional judgement are
assessed by more than one person to minimise the danger of
bias

Multigrade classes

where pupils from different school year groups or grades are
taught by one teacher in the same classroom

Novice teacher

a teacher who is new to the profession

Open question

a question which can be answered appropriately in a number
of ways, such as analysing a situation, giving an opinion or a
personal experience

Para professional

a person qualified to a certain level, but who has not achieved
full professional status. Their roles and duties are limited and
they sometimes act as assistants to fully qualified professiona ls

Pedagogic

to do with teaching and learning and the theory behind them

Peer observation

when teachers observe each other in class and give feedback

Peripatetic

someone who moves around teaching in different institutions

Plenary discussion

discussion including everyone present; the opposite of
breaking into small groups

Practicum

a period of professional learning through experience on the
job, such as teachi ng practice or school experience

Propositional knowledge

knowledge given in the form of statements about facts,
theories, and research findings

Qualitative methods

resea rch methods that mainly include observation, interviews
and document review as data. Analysis of the data focuses on
opinions and values of the participants.

Quantitative methods

research methods that mainly include su rveys, questionnaires
and numerical representation of observations. Analysis of the
data focuses on the relationships between important factors/
variables, which are often explored using statistical analysis.

Received knowledge

knowledge/facts from books or other authorities that are
taught and accepted w ithout being tried out in practice

Repertoire

a collection of teaching ski lls and strategies which a teacher
has learnt and practised so that they can adapt them to any
suitable class
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Scaffolding learning

a scaffold is a framework on which builders stand as they
construct a house. In education it is used to describe ways in
which teachers provide learners with a framework to support
the next steps in their learning. it could be pupil activities, or
thought-provoking comments or questions by the teacher.

Situational knowledge

knowing and understanding a particular situation, such as
one's own class or school

Snowballing

increasing the size of something, like a group, gradually, for
example students discuss in pairs, then form fours and share
ideas, then form eights and share ideas

Tacit knowledge

literally'quiet knowledge'; used when something is understood
or known without being discussed or explained, or perhaps
even thought about directly

Teaching standards

used in teacher assessment: descriptions of the role behaviour,
understanding, and achievement, required to qualify as a
teacher, or to be promoted, e.g. to head teacher

Technical rationality

the belief that everything can be solved by following scientific
reasoning

Zone of Proximal
Development
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as suggested by Vygotsky: the next steps in learning; an area
of either knowledge or skills where the student needs the
support of a teacher or peer to achieve success before being
able to do it on their own

Abbreviations
AFL

assessment for learning

AOL

assessment of learning

BETD

Basic Education Teacher Diploma (Namibia)

DEO

District Education Officer

CA

continuous assessment

CPD

continuing professional education

HOS

higher order skills

ICT

information and communication technology

INSET

in-service education and training

ITE

initial teacher education

LCE

learner centred education

MIITEP

Malawi Integrated In-service Teacher Education Programme

NQT

newly qualified teacher

NTIC

National Teacher Training College

ODL

open and distance learning

PCK

pedagogic content knowledge

PEA

Primary Education Advisor

PGCE

Post-Graduate Certificate in Education

TP

teaching practice

ne

teacher training college

UDE

university department of education

UDW

University of Durban-Westville

UN ISA

University of South Africa

ZINTEC

Zimbabwe In-service National Teacher Education Course

ZPD

zone of proximal development
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Suggestions for
further reading
We have mainly listed resources that are freely available via the internet, but have also
included some print resources.

Web resources
Many national and international organisations provide detailed information
about teacher education on their websites. Start by looking under'Resources;
'Publications"Documents' or sometimes 'Research~ Try using a variety of search terms,
for example 'teacher education', 'teacher development; 'teacher learning; 'in-service;
'INSET; 'CPD' etc.
The 'Links' pages will lead you to other relevant websites, and there are sometimes
opportunities to post messages and join in with discussions about teacher education with
other professionals.
The sma ll selection of relevant websites given here mostly includes information on more than
one country. If you cannot find the resource listed, try searching these websites using the
author's name or the title of the document. Other websites helpful for the study of teacher
education in developing and middle-income countries can be found under 'Links' at
www.sussex.ac.uk!education/cie

Commonwealth of Learning
www.col.org
COL encourages the development and sharing of open learning/distance education
knowledge, resources and technologies. A wide range of information is available in the
'Training Resources' section such as a 'Glossary of ODL terms~ The 'Start-up guides' found
under 'Publications' give practical information, for example Tutoring in Open and Distance
Learning. COL publications can be ordered from:
Government Publication Services, Queen's Printer
Attn. COL Customer Service
PO Box 9452 Stn Prov Govt
Victoria, BC V8W 9V7
Canada
Tel: 250.387.6409 (toll-free in North America: 800.663.61 OS)
Fax: 250.387.1120
Email: QPPublications@gemsS.gov.bc.ca
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Government agencies and institutions in developing Commonwealth countries may receive
copies at no charge. Details of small charges for orders from other countries are on the website.
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Department for International Development (DFID)
www.dfid.gov.uk
This UK government website has many useful resources including a series of research papers
on education. These can be downloaded by following the link to 'Publications' and choosing
'Education Documents' as the type of publication You can also order print copies to be sent
free of charge by post by emailing dfidpubs@ecgroup.uk.com or by writing to EC Group,
Europa Park, Magnet Road, Grays, Essex, RN20 4DN, UK. A collection of pa pers 1-42 is available
on CD-ROM for those with computers but limited internet access. Relevant papers include
the following:
No. 64 Teacher Education at a Distance: Impact on Development in the Community, F. Binns
and T. Wrightson (2006)
No. 63 Field-based Models of Primary Teacher Training. Case Studies of Student Support
Systems from Sub-Saharan Africa, E. Mattson (2006)
No. 58 Deep Impact: An Investigation of the Use of Information and Communication
Technology for Teacher Education in the Global South, J. Leach with A. Ahmed, (2005)
(see also www.open.ac.uk/deep)
No. 55 District Institutes of Education and Training: A Comparative Study in Three Indian
States, C. Dyer, A. Choksi, V. Awasty, U. lyer, R. Moyade, N. Nigam, N. Purohit, S. Shah and
S. Sheth (2004)
No. 49a Multi-Site Teacher Education Research Project (MUSTER) Researching Teacher
Education- New Perspectives on Practice, Performance and Policy (Synthesis Report),
K.M. Lewin and J.S. Stuart (2003)
No. 49b Teacher Training in Ghana- Does lt Count? K. Akyeampong (2003)
No. 49c Initial Primary Teacher Education in Lesotho, K. Pulane Lefoka with E. Molapi Sebatane
(2003)
No. 49d Primary Teacher Education in Malawi: lnsights into Practice and Policy, D. Kunje with
K. Lewin and J. Stuart (2003)
No. 49e An Analysis of Primary Teacher Education in Trinidad and Tobago, J. George,
L. Quamina-Aiyejina (2003)
No. 34 The Effectiveness ofTeacher Resource Centre Strategy, ed. G. Knamiller (1999)
No. 30 In-Service for Teacher Development in Sub-Saharan Africa, M. Monk (1999)

Enlaces: ICT in Chilean schools
www.mirandanet.ac.uk/internat
Click on 'Chile' to find out more about Enlaces (see Chapter 10).

IRFOL International Research Foundation for Open Learning
www.irfol.ac.uk
Look under'Our work' and 'Publications' for a list of relevant resources, some of
which can be down loaded freely, such as the Teacher Education and Training
Guide (2003)
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MUSTER Project (Multi-Site Teacher Education Research Project)
www.sussex.ac.uk!education/muster
This site contains free access to many detailed research papers from our teacher education
research in five countries in Africa and the Caribbean.

Teachers TV
www.teachers.tv
This website is associated with a UKTV channel for teachers. Searching for'CPD'will bring up
free access to videos about school-based professional development, such as mentoring of
teachers in their second and third years.

SchooiNet Africa
www.schoolnetafrica.net
SchoolNet Africa supports the integration of ICTs into education in Africa. The site operates in
English, French, Kiswahili, Portuguese and Arabic. lt is useful for teacher educators wanting to
keep up-to-date with developments in this area.

UNESCO
www.unesco.org/education
Look under the 'teacher education' theme to see resources such as 'tools for teacher
education', links and many publications and information on current programmes to support
teacher education. There are also other UNESCO sites including:

IIEP (International Institute for Educational Planning)
www.unesco.org/iiep
This site will be of particular interest to those interested in policy and planning in teacher
education, for example:
Schwil le, J. and Dembele, M. (2007) Global Perspectives on Teacher Learning: Improving Policy
and Practice, Fundamenta ls of Educational Planning No. 84, UNESCO International Institute for
Educational Planning: Paris (can be downloaded free)

UNESCO's Sub-Saharan Africa Open and Distance Learning
www.africaod l.org
This knowledge base contains information on five key themes. The pages on learner support
and assessment, programme and course development, and on the use of media and
technology in education are likely to be useful to teacher educators.

UNESCO Bangkok: ICT in education
www.unescobkk.org/education/ict/themes
This site provides a comprehensive range of usefuiiCT in Education information for teachers
and educators, particularly those in the Asia-Pacific region.
There are many Regional Bureaux of Education such as the one for Latin America and the
Caribbean, www.unesco.cl
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World Bank
www.worldbank.org/education
This website contains a vast range of information on education in many countries. The
'research guide' will help you find the information you need on the site. The first two
documents listed below include particularly useful overviews of teacher education with
detailed case studies from around the world (click on 'publications' and then search
'documents and reports' using an author's name as a keyword e.g. du Plessis).
Craig, H.J.; Kraft, R.J. and du Plessis, J. (1998) Teacher Development: Making an Impact
Washington: USAID/World Bank Report no. 19009
Moon, B., Leach, J. and Stevens, M. (2005) Designing Open and Distance Learning for
Teacher Education in Sub-Saharan Africa: A Too/kit for Educators and Planners, Africa
Region Human Development Working Paper Series 104, Report No. 40895, Washington:
World Bank
Moreno, J.M. (2005) Learning to Teach in the Knowledge Society, Washington: World Bank

World Bank: Global Distance Education Net
www.worldbank.org/disted
The Global Distance Education Net (Global DistEdNet) is a knowledge guide to
distance education. lt contains links to many relevant articles for teacher education
through ODL.

Journals
Many academic and professional journals are now available on line. This list mostly includes
international journals but there are also journals produced by universities or national
Ministries of Education that cover issues in a particular country.

Open access
Comparative Education Review

Directory of Open Access Journals www.doai.org
Search the 'Education' journals found under 'Social Sciences: Journals available with free
access include:
•

Asia-Pacific Forum on Science Learning and Teaching

•

Contemporary Issues in Technology and Teacher Education

•

Current Issues in Comparative Education

•

International Education Journal

•

International Journal of Education and Development using information and
Communication Technology

•

Journal of Distance Education www.cade-aced.ca

•

Journal of Education for International Development

This site also includes access to jou rnals in French and Spanish.
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Limited free access
Earlier issues or selected articles of these journals have free access:
The Teacher Trainerwww.tttjournal.co.uk
A practical journal for those who train, mentor and educate teachers of English to speakers of
other languages.
Teacher Development
Technology, Pedagogy and Education known as the Journal of Information Technology for
Teacher Education until 2002
Type the title of one of these two journals into the'search' box at www.journalsonline.tandf.co.uk

Access restricted to subscribers
These journals have articles that are only available to buy, or you might have free access
through a university library. Discounted subscription rates for organisations or individuals
based in developing countries are sometimes available.
•

Compare

•

Comparative Education

•

International Journal of Educational Development

•

Journal of Education for Teaching: International Research and Pedagogy (JET)

•

Journal of In-service Education

•

Teaching and Teacher Education

•

Teachers and Teaching: Theory and Practice

•

Teachers College Record (there is a only a small membership fee for access)

Books
We have included some recent and also some 'classic' older books which might be available in
libraries or second-hand through on line bookstores, even if they are no longer in print. Some
of these books are also available to purchase on line as e-books (electronic books).
Alexander, R. (2000) Culture and Pedagogy: International Comparisons in Primary Education,
Oxford/Maiden: Blackwell
Calderhead, J. and Shorrock, S.B. (1997) Understanding Teacher Education: Case Studies in the
Professional Development of Beginning Teachers, London: Falmer
Caro-Bruce, C; Flessner, R.; Klehr, M. and Zeichner, K.M. (2007) Creating Equitable Classrooms
through Action Research, Thousand Oaks, CA: Corwin Press
Cochran-Smith, M. (2006) Policy, Practice and Politics in Teacher Education, Thousand Oaks,
CA: Corwin Press
Day, C. and Sachs, J. (2004) International Handbook on the Continuing Professional Development
ofTeachers, Maidenhead: Open University Press
Full an, M. and Hargreaves, A (2002) Teacher Development and Educational Change, (2nd ed.)
London/Philadelphia: RoutledgeFalmer
Giordano, E. (2008) School Clusters and Teacher Resource Centres, UNESCO-IIEP
230

Pollard A (2005) Reflective Teaching, (2nd ed.) London/New York: Continuum Books
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Pollard, A. (ed.) (2002) Readings for Reflective Teaching, London/New York: Continuum Books
Rogers, A. (2002) Teaching Adults (3rd ed.) Buckingham/Philadelphia: Open University Press
Rust, VD. and Dalin, P (1990) Teachers and Teaching in the Developing World, London: Garland
Schon, D. (1990) Educating the Reflective Practitioner (new ed.) San Francisco: Jossey Bass
Tatto, M.T. (ed.) (2007) Reforming Teaching Globally, Oxford: Symposium Books
Thomas, E. (ed.) (2002) Teacher Education: Dilemmas and Prospects, World Yearbook of
Education, London: Kogan Page
Turner, M. and Bash, L. (1999) Sharing Expertise in Teacher Education, London: Cassell Education
Woodward, T. (2004) Ways of Working with Teachers: Principled Recipes for the Core Tasks of
Teacher Training, Teacher Education and Mentoring, Broad stairs: TW Publications
Zeichner, K. and Dahlstrbm, L. (1999) (eds.) Democratic Teacher Education Reform in Africa: The
Case of Namibia, Boulder: Westview Press

Other print materials
See the DFID and COL sections above for details of how to order print copies of publications.
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