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Abstract

Despite continued interest and research into teacher professional development (TPD), as an
important topic within English language teaching, the researcher identified some areas where
there is much still to reveal. These include: teachers' customary engagement with different
TPD activities aside from when a researcher imposes some TPD activity on them for a study
(normal TPD practices); whether teachers are aware of the notion of TPD, and, if so, what they
think it is; what TPD activities they would ideally like to follow: and what they and other

stakeholders in a particular context see as the effects of TPD on teaching (beliefs about TPD).

I interviewed twenty secondary school teachers of English in provincial Syria, of varying
backgrounds (e.g. years of experience, training, rural or urban teaching location) and eighteen
other stakeholders with a range of relevant roles in the same context (e.g. head teachers,
trainers, ministry officials). The data was analysed thematically and showed that individually
the teachers exhibited beliefs that lack fully formed knowledge of the concept of TPD, though
between them most of the key features were mentioned. Teachers reported engaging in a
number of TPD activities not prompted from the outside (e.g. reflective) and evidenced a broad
view of TPD by wanting to pursue many different types of it, not just the same types as what
they already did. Obstacles to TPD included many things that would exist even without the
war, such as rural location. There was evidence that teaching experience, prior TPD in the form
of training courses, and contextual factors affect TPD. Teachers and other stakeholders
exhibited points of both agreement and disagreement concerning the impact of TPD on
teachers and teaching, though the vast majority of both stakeholders and teachers reported a
positive impact, including on teacher affect as well as teacher beliefs and practices with respect

to teaching.

Implications are suggested both for teachers and other stakeholders.
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Chapter one: Introduction

1.1 The general importance of TPD

According to the Department of Education, UK, there are three key stages of a teacher's
professional development (TPD): initial induction (the first year of teaching); early
professional development (EPD) (the second and third years of teaching); and continuing
professional development (CPD) (the next years). Of these stages, the present study is

concerned mainly with the third.

During the last two decades the concept of teacher professional development (TPD), over the
span of teachers' careers following any pre-service training they may have received, has
become one of the most important topics within the field of English language teaching and
teacher education (Guskey, 2009; Malderez & Wedell, 2007; Supovitz & Turner, 2000).
Interest in the theories and practices associated with this concept have grown significantly as
indicated by the increase in teacher education programmes and publications on teacher
professional development. This has led to a growing interest in the importance of enhancing
TPD, which entails studying teachers’ beliefs and attitudes concerning it, the different ways in
which they try to improve themselves, and how far TPD impacts on their practices (Eraut,
1972; Fullan & Hargreaves, 1992; Richardson, 1994b; Sparks & Hirsh, 1997; Harris, 2000;
Wedell, 2009). Throughout the ELT literature, teachers’ professional development is often
represented and promoted as a universally appropriate and realizable educational aim which

can be achieved in a variety of ways.

Pursuing their professional development is intended to help teachers become aware of and
learn the different skills and strategies that they need to cope with different teaching situations
and contexts. Professional development applies to teachers, but of course ultimately affects
their students’ learning and educational achievement. It may be a means to distinguish
effective from less effective teachers since usually, students’ outcomes depend greatly on
teacher teaching quality. Hence, governments, ministries of education and school managers

need to foster teachers’ continuous professional development in order to cope effectively with



the ongoing changes in ideas about effective teaching and improve the quality of education.
Sstrengthening internal school conditions to promote teachers’ professional development is
also considered as an important prerequisite for addressing a continuous stream of changes in

teachers’ environments.

Furthermore, the knowledge base of teaching is constantly changing, as has been clearly
stressed by many researchers (Richards and Farrell, 2005; Farrell, 2007). Hence, the need for
ongoing teacher development has been a recurring theme in the field of second language
teaching. Mark and Ager (2016:10) stressed that: “It is increasingly recognized that
opportunities for continuing professional development (CPD) are needed to support teaching

as lifelong learning”.

TPD should be seen as an active and constructive process that takes place throughout teachers’
lives. As a consequence, many researchers have emphasised the notion of ongoing and lifelong
professional learning embedded in schools as a natural and expected component of teachers’
professional activities and as a key component of school improvement (Putnam and Borko,

2000).

As will be discussed in chapter two, there are two main views concerning the issue of TPD
and studying the incidence of these, and teacher beliefs concerning this dichotomys, is therefore
important. It is sometimes viewed as teacher-centred: teachers themselves should
autonomously take the responsibility for their own actions and use a repertoire of activities
within or outside the school context to acquire the necessary knowledge and skills to improve
their participation in the school workplace environment. As Mann (2005: 105) says: “There
has been increasing interest in recent years in bottom-up teacher development”. In other words,
some educators believe that teachers are supposed to act according to the concept of “reflective
practitioners” (Schon,1983), which will help them consider which type of professional
activities can improve their practices and which type of teacher learning they need to engage
in. Furthermore, teachers should have a responsibility to extend the boundaries of their
professional knowledge through a commitment to reflective practice. In this view, professional
development should be considered as a professional duty for teachers in different countries
and regions. According to Wallace (1991), an important aim of the reflective approach is to

empower teachers to manage their own professional development. A second aim is to enable



teachers to be more effective partners in innovation. In this way, teachers themselves should

be recognized as the possible agents of change.

On the other hand, there is the view of TPD as organised top down from outside, which is
not a teacher-centred view. Many Ministries round the world (including the MoE in Syria) still
believe in top down TPD imposed in terms of required attendance at workshops, training
courses etc. and of course many teachers may also think that way. In this view, it is teacher
educators who are key actors in maintaining and improving the quality of education and

training systems.

Finally, it may be said that studying TPD is important since, if effective, it should help teachers

to:

* Gain a better sense of self-awareness, knowledge of self as a teacher, of one’s
principles, beliefs and values, strengths and weaknesses.

* Make informed decisions during the lesson.

* Have a good idea of how the process of second language development occurs.

* Be fully aware that teachers should be flexible and change their roles according to the
learners’ different needs and interests and improve their ability to teach different skill
areas to learners of different ages, needs, interests and backgrounds and reflectively
review their beliefs and principles as far as language teaching is concerned.

* Enhance the level of students’ learning; an important goal is to raise the achievement
levels of students in the institution, a goal that is not only important for its own sake,
but that also adds to the reputation of the institution and its teachers. (adapted from

Farrell, 2008).



1.2 The research gap

Many teachers and educators in different parts of the world have tended to be receptive of the
concept of TPD and related ideas. However, the growing interest in TPD has revealed some
research gaps regarding its theorization and practices. As this study reveals (ch2), many aspects
of TPD in many teaching contexts lack sufficient investigation. At the heart of this research
are the questions of whether teachers are even properly aware of the notion of professional
development, and, if so, what they think it is, what types they pursue and why, what they would
like to follow ideally and what are the effects of TPD on teaching from teachers and other

stakeholders’ points of view.

Studies of the TPD of in-service teachers such as ours, moreover, seem to be far less common
than those of initial training of teachers. Furthermore, in this area TPD is a topic which is
perhaps more written about from a theoretical or armchair standpoint, by its providers, rather
than explored in research studies that gather real data from practising teachers, as ours does.
Along with this, the rather greater focus on researching pre-service language teacher education
programs has not always found that they fully prepare teachers for the realities of the
classroom. This indicates again a need to investigate in-service TPD since a greater
understanding of TPD in that phase may help teacher educators to make more sense of their
work, to better understand the factors which facilitate or hinder teacher professional

development, and ultimately contribute to the provision of more effective teacher education.

In addition, previous research in the area of in-service TPD indicates that teachers in a second
language teaching context may face some problems in pursuing and maintaining their
professional development which deserve more investigation. Yet I, after combing the
literature, have found there is little reference to TPD encompassing all the kinds of activities
mentioned in the current study, or indeed including consideration of the views of a wider range

of relevant stakeholders than just the teachers themselves.

I have further found few studies in any context of teacher beliefs about what TPD is, though
teacher beliefs are in other areas a large topic in current research (e.g. their beliefs about how

to teach, about how learners learn, but not about how they themselves do or should



learn/develop) (chapter 2, Sect. 2.5). In particular, there is insufficient attention to the view
that teachers adopt with respect to the distinction mentioned above (and ch2) between teacher
centred or bottom up TPD, initiated or at least chosen by teachers themselves to meet their
own needs, and that provided or imposed by educational institutions like ministries and schools

which is done to make sure the teacher meets certain external standards of teaching.

Furthermore, the context of the current study (see next section and ch3) is an example of one
found quite widely in the world, but under-researched, where teachers can start teaching
English in fact with little or no pre-service training in English teaching, but just with a BA in
English. Clearly in-service TPD is especially important to know about in such contexts
(teacher beliefs about it, use of it, etc.) as it has to compensate for lack of PRESET, not just
build on PRESET. It may be worth here highlighting the difference between the two: “PRESET
is the training and education one receives before starting to work as a teacher. INSET is the
training and education that one receives during one’s career as a teacher.” (Mann & Edge in

Edge & Mann, 2013:6)

Finally, due to the well-known current situation in Syria, my study may have wider interest to
researchers in capturing something of how TPD can actually go on in such circumstances.
Indeed, echoing the title of a famous early book for teachers (West, 1960), the current study
might be called 'Doing TPD in difficult circumstances' and is surely unique in investigating
how well TPD manages to thrive in extreme conditions such as those in Syria. In pursuing
this, I respond then to the call from Wright (2010: 289) for ‘more studies of TPD from less

well documented contexts’.

1.3 Local Syrian gap

In my experience, there was a general view among teachers and other stakeholders even before
the current crisis in the country that there exist problems with in-service TPD in Syria. I believe
that a sensible first step to dealing with such problems is to find out in rich detail all the things

the current study is focused on, such as what TPD actually occurs and teacher attitudes to



different types of TPD and the obstacles faced. Only then could sensible interventions to

improve TPD be planned and implemented.

The most obvious problem, which is a matter of recorded fact, is that there is in Syria no

obligatory PRESET for secondary school teachers in the full sense of the term.

As we shall see in chapter three, there are some elements of PRESET in the English BA
program in Syria, and there are available optional fuller PRESET courses. However, while
intending teachers who take these courses may receive some preparation for teaching, such
courses do not provide much in the way of preparing teachers for future TPD, especially of the
teacher-centred reflective type. Hence no solid foundation is laid for a range of TPD activities
later. Teachers who lack PRESET may have different beliefs about what TPD is or different
uses of it, attitudes to it etc, compared with those who had had PRESET. Yet, the environments
in which Syrian teachers work, and the demands placed upon them by society, are increasingly
complex. Usually, teachers strive to equip learners with a wide range of skills that they will
need to take their place in a world that is in constant evolution. So, teachers are really
challenged and called upon not only to acquire new knowledge and skills, but also to develop
themselves continuously. Therefore, this makes our study of what TPD happens in-service in

Syria all the more timely.

Moreover, in the Syrian context, in my experience and from casual contact between me and
secondary school teachers, it seems that teachers in service are usually not fully aware of the
importance of pursuing their professional development. These teachers may also face some
challenges and difficulties in pursuing and enhancing their professional development. As
emphasized by Fullan (2016:16) “the cellular organisation of school means that teachers
struggle with their problems and anxieties privately, spending most of their time physically
apart from their colleagues.” In this way, I want to see if in fact my casual impression or
Fullan's view is correct about Syria by studying teachers' actual beliefs about, engagement in,

and attitudes to TPD.

To the best of my knowledge, there is almost no research on TPD in Syria, and specifically
none on TPD of in-service secondary school teachers and embracing the range of stakeholders'

views that my study encompasses. Studies in the Syrian context such as Issa (2011), while



valuable, are more usually set at university level and concern aspects of English teaching rather
than English teacher TPD. I therefore feel that my study fills a noticeable gap in information
needed in Syria to inform future policies concerning TPD, by finding out information which
is prerequisite for any later interventions which hopefully will be implemented when the

country emerges from the current crisis.

In conclusion, this study could be important, as far as the Syrian context is concerned,
particularly for being carried out by a Syrian researcher who herself has personal teaching
experience in Syrian secondary schools and who comes from the same linguistic and cultural
background of the participants. This is more likely to lead to a greater understanding of the
context of the study and better interpretation of the findings than if it were conducted by any

other outsider researcher.

1.4 The aims and motivations of the study

In order to tackle the various kinds of gap and problem suggested above, the study aims to
investigate the different ways (if any) in which in-service language teachers in Syrian
secondary schools engage with any form of professional development. Moreover, this work
aims to shed light on the different ideas of the concept of TPD as provided by the teachers.
The study also aims to illuminate the TPD activities that teachers would like to have/ follow
ideally and the obstacles that affected that. Furthermore, the study will examine whether any
of these issues differ according to teachers’ background especially novice vs experienced
teachers. Finally, the study aims to present teachers’ and other relevant stakeholders’ views on

whether pursuing TPD has any impact on teachers teaching, beliefs and practices.

The study should not be classified as an evaluation or criticism of the Syrian teachers or other
stakeholders with respect to the TPD that occurs, but rather as exploratory and descriptive
research gathering information which would be needed by anyone with an aim of intervening
in the context later on. Having said this, it may be observed however that what are termed
‘evaluation studies’ of CPD often include, or even stop short at, gathering teacher attitude data

of the sort which the current study does (Harris et al, 2006). As Guskey (2000), however,



points out, a true evaluation would need to gather data on wider matters such as what teachers
actually learn from CPD, whether and how they use it in their teaching, and whether as a
consequence their students do better. That is all outside the current study’s scope although the
participants may report their beliefs about such matters in the open interview responses.

The current research on teachers’ professional development is motivated by an ultimate desire
to inform the wider world of research, and especially to provide a foundation for change within
the local educational context, primarily because uncovering teachers’ attitudes about their

professional development is the first step towards pursuing reform.

My own position within the research context further means that three other aims should be

noted:

1- I embarked on this research with an aim in my mind to intervene in the context of the
study and create some changes. At the time the research was carried out, however, |
could not intervene in the current context due to the unstable conditions at that time,
which meant I had to do the research from a distance and without any intervention.

2- Tam looking forward to making some changes in the context since after the study, when
the situation permits me to return to Syria, I would have a particularly clear view of
what is going on with respect to TPD, so be able to prepare the best kind of
methods/ways to intervene in the context.

3- I was a scholarship student, and after obtaining the required qualification of PhD, and
when the current conditions in Syria are sorted out, I will be working in the Higher
Institutes of Languages and at some universities in Syria, where I will, hopefully, be in
charge of running courses including supervising/ encouraging TPD-related support for
teachers of English willing to improve their own professional development in schools,
and special training centers. I will be particularly well placed to provide such TPD
support, offered at the crucial time when all will be working with purpose of rebuilding

Syria.

Thus, all the above mentioned issues have motivated me to conduct this study, which I believe

will be an essential step in bringing about a positive change.



1.5 Statement of the Research Questions

The current research is an attempt to answer the following research questions, with respect to

state secondary school English teachers in Syria:

1. What do teachers think teacher professional development is?

2. What types of professional development activities do teachers say they engage in, if
any?

3. Why are they engaged or not engaged in TPD of this or that sort?

4. What types of professional development would they ideally like to pursue? and what
are the current obstacles?

5. Do any of the above differ according to teacher background, esp. novice vs
experienced?

6. What effects do teachers or stakeholders think any TPD teachers have engaged in has

had on their teaching beliefs, practices or affects?

The research will, hopefully, provide researchers, and potentially teachers and other
stakeholders with effective means to understand in-service TPD better, to make teachers
critical of themselves and their behaviour, and to maximize the effects of innovation within

the educational system.

1.6 Definitions of some key terms

For the purpose of clarity, I introduce here definitions of the main terms and concepts in this

study.

Teacher professional development: TPD can be defined as a continuous process of learning
that involves activities and strategies intended to develop teachers’ beliefs, skills, practices,

affects, attitudes, job-related knowledge and increase their awareness.

Teachers’ professional development activities: They are the deliberate actions engaged in

by teachers to achieve desired TPD goals and objectives such as developing their professional
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skills and practices. Examples of these are reflection, peer observation, self-monitoring,

participating in workshops...etc

Novice teacher: A novice teacher is a teacher who does not have many years of experience

(less than five years) and who may have greater need for his/her professional development.

Experienced teacher: An experienced teacher is someone with five or more years of teaching

experience.

Attitudes: Generally speaking, the concept of attitude refers to an expression of favour or

disfavour in some respect toward a person, place, thing, or event.

1.7 Organization of the thesis

This thesis is organized into six different chapters, as follows:

Chapter one: Introduction. This chapter has paved the way for the following chapters of the

thesis, situated the study and provided a framework for the reader to follow.

Chapter two: Literature Review. This will review the literature on TPD. There will be a
focus on theoretical arguments and empirical studies related to TPD in English language

teaching.

Chapter three: Context. This will provide the reader with fuller background information

about the context of the study.

Chapter four: Methodology. This will be concerned with describing the research
methodology adopted in the present study: the participants, the instrument used, the data

gathering procedure, and the data coding and analysis.

Chapter five: Findings and Discussion. This will recount the findings and provide
justifications, discussion and explanations of the data as well as connect the findings to the

literature review when possible.

Chapter six: Conclusion. This will provide a summary of the main ideas in the thesis, present

pedagogical implications, limitations of the present study and suggestions for future studies.
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Chapter two: Literature Review

2.1 Introduction

In this chapter, I will first shed light on different definitions of TPD, review them and arrive
at the one that will be adopted in this study in order to establish its scope. Next, I will focus on
the different activities and aspects of TPD. I will present relevant studies that have been
conducted in these areas as well as studies of teachers’ attitudes in relation to their PD and
other factors that might affect how far teachers engage in TPD. Finally, I will review the role

of beliefs in relation to practices with respect to TPD and other stakeholders’ views.

2.2 The nature and definition of teachers’ professional development

2.2.1 Professional definitions of TPD

Within the field of English Language Teaching (ELT), the term ‘development’ has been
applied to different kinds of activities such as skills training, materials development, test
design, classroom research, curriculum development and continuing teacher professional
development. In this research, I am only concerned with professional development for second
language teachers. Nowadays, there is a growing interest in teachers’ professional
development (TPD), a term which, with CPD, is largely superseding earlier terms with similar
scope such as teacher training, teacher education and teacher learning. When reviewing the
literature, one can find that while some research has been done in this area, this term has been

defined in various ways by different researchers.

Firstly, TPD has been viewed by some simply as activities. For example, TALIS (2009)
adopted a broad definition of professional development among teachers: ‘“professional
development is defined as activities that develop an individual’s skills, knowledge, expertise

and other characteristics as a teacher.” Day and Sachs (2004) viewed it as all of the activities



12

that teachers engage in during their careers to improve their work. For Kelly (2006) such
activities are intended to result in a process, ongoing teacher learning, through which teachers
become experts. Compared with those sources and many cited below, it must be noted however
that Shawer (2010) slightly limits the scope of TPD in that he views it as career building
activities that teachers engage in only after initial training and while in-service. While I accept
the broader definition, the present study is in fact focused on TPD in that in-service sense.
These definitions seem sound, but they do not elaborate on the word activity to say fully what
kinds of things might lead to the developments described. In particular, they do not really
highlight the mental side of TPD such as the role of teacher reflection as a key activity. By
contrast, others characterize the 'activity' of TPD more richly as a complex learning process
that requires teachers’ cognitive and emotional engagement and their willingness to investigate
where each one stands (Burbank & Kauchak, 2003; Reis-Jorge, 2007; Romano, 2006;
Sandholtz, 2002).

Furthermore, these definitions do not make it clear that such professional development is also
commonly seen by experts as being a continuous, life-long process that does not really happen
overnight (Harmer, 2007) and that it is (ideally) related to the needs of the individual teacher,
has open ended outcomes, involves problem solving and has a flexible agenda (Harmer, 2007).
Similarly, Gravani & John (2005) viewed TPD as lifelong learning that lasts throughout a
teachers’ career from beginning to retirement. As also indicated by Harwell (2003:106)
“Teacher professional development: it’s not an event, it’s a process.” Similarly, Villegas-
Reimers (2003: 12) defines TPD as "a long-term process that includes regular opportunities
and experiences planned systematically to promote growth and development in the
profession". Dehvari (2015) defined TPD as a consistent cycle of teacher learning beginning
with initial training and lasting for as long as a teacher remains in the profession. In other
words, the professional development of language teachers is as described by Rose (2006), who
likens it to a journey which starts with inexperience, then undergoes further study until the

teacher gets the feeling of having arrived as a professional.

An example of official recognition of the widely recognised importance of ongoing TPD is the
USA where, in New York State, teachers are required to have 175 hours of TPD every 5 years

to ensure that their teaching certification remain valid (Troff & Sessions, 2008). This was
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interestingly described by Alibakhshi & Dehvari (2015:38) with the idea that: “Teachers’
learning never ends. That is, teachers’ teaching lives consist of two poles: teaching and

learning, and they are always moving from one pole to the other.”

A third strand in the definition of TPD is that it is often seen as crucially concerned with
pedagogical innovation. For teachers, such TPD is much needed these days especially when
considering the rapid changes that the world is witnessing not only in the field of education
but also technology (Allwright, 2005). Similarly, Mizell (2010) stressed the need for ongoing
TPD activities that empower teachers with the best teaching methods that will positively
improve students’ learning. Hence, TPD is seen as life-long learning that aims at improving
teachers’ own skills and keeping them up-to-date with the most recent resources and
methodologies (Friedman & Phillips, 2004; Richards and Farrell, 2005; Guskey, 1994, 2002;
Killion & Hirsh, 2001; Little, 1993; Bransford et al, 2000; Torff & Sessions, 2008).

Undoubtedly, such innovation is an important feature of TPD: “innovation will offer new ways
to approach some aspects of teaching-learning for teachers and the prospect of improved
outcomes for learners in that specific context”. (Mann and Walsh, 2017: 5). Innovation can
also be a motivation to engage in TPD: “of course teachers do not simply engage in CPD for
the love of it; there has to be a reason, a purpose, a goal, an innovation, something driving
what essentially might well result in a change to practice.” (Mann and Walsh, 2017:102). And
of course, innovation is not a simple process, “but an evolving, complex, and recursive process.
Innovative practices start out uncertainly and to be successful, must be sensitive to local

context at multiple level.” (Burns and Edwards: 84 in Mann and Walsh, 2017)

Indeed, following on from TPD as innovation, for many such as Bailey et al. (2001), TPD is
seen in terms of what aspects of the teacher improve as a consequence, i.e. TPD is a means to
improve teachers’ own skills and acquire new knowledge. Similarly, Craft (1996) and Johnson
& Golombek (2011) defined TPD as an attempt that aims at increasing teachers’ knowledge
during and after the initial training that they receive. Alibakhshi & Dehvari (2015:38) however
suggested more widely: “In addition to external motivation, teachers learn for their own

interests. .... EFL teachers can revitalize their profession and avoid becoming burnt out.”

Fourthly, other researchers have focused more on the agency of the growth and viewed TPD

as a matter of teachers’ responsibility towards their own learning, rather than something
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imposed by trainers etc. Some researchers focused on the terms profession and professional
(the P in TPD) as entailing that component of autonomy and responsibility. For instance, Dean
(1991) states that the most widely accepted definition of the term profession is "an occupation
which requires long training, involves theory as a background to practice, has its own code of
behaviour and has a high degree of autonomy" (Dean, 1991:5). Similarly, Craft (2000:7) stated
that "being a professional means taking responsibility for identifying and attempting to meet
the professional development needs of oneself and one's institution". In similar vein, Bell and
Gilbert (1994: 102) stated that “teacher professional development can be viewed as teachers
learning rather than as others getting teachers to change. In learning, the teachers were
developing their beliefs and ideas, developing their classroom practices and attending to their
feeling associated with changing.” Thus, adopting a teacher rather than trainer centered
approach, they characterise the process as learning, and emphasise the mental aspects that are
affected. Arguably this is the difference between teacher training or education and TPD. The
former emphasises that change is delivered or managed by others, whereas development

arguably is something that can be done only by and for oneself.

In defining TPD, both Glatthorn (1995:41) and Keiny (1994:158) also emphasised the word
professional, and framed their definitions more in terms of what might lead to the
development/growth rather than what exactly grows. For Glatthorn (1995:41) “Teacher
professional development is the professional growth a teacher achieves as a result of gaining
increased experiences and examining his\her teaching style systematically.” And for Keiny
(1994:158) “It 1s a process that involves teachers’ investigating their practices to construct
their own theories of teaching.” In this connection Riding (2001: 283) further suggested more
comprehensively that TPD should be: “on-going, include opportunity for individual reflection
and group enquiry into practice, be based and embedded in teacher work, be collaborative and
allow teachers to interact with peers, be rooted in the knowledge base of teaching, be accessible
and inclusive.” Johnson and Golombek (2002:3) also recently called for a new approach within
second language education that recognizes teachers as “Legitimate knowers, producers of
legitimate knowledge and as capable of constructing and sustaining their own professional

practice over time”.
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Many institutional bodies (such as TALIS - the Teaching and Learning International Survey)
however clearly see TPD as predominantly trainer driven, i.e. teacher training under a different
name. In the end, many consider that TPD should really be considered as a shared
responsibility among all teachers and other stakeholders, including not only peers and trainers,
but also other relevant administrators such as managers, supervisors, ministry of education,
etc. It is part of such stakeholders' role to promote TPD by raising teachers’ awareness, offering
TPD activities and facilitating teachers’ uptake of all types of TPD. Teachers should also be
trained to work on improving themselves professionally. Teachers can easily have access to
information through a touch of a computer key. Day (1999) similarly, combined the teacher
and trainer stances in viewing TPD as properly consisting of all natural learning experiences
and those conscious and planned activities which are aimed at benefiting the individual, group

or school, as well as the quality of education in the classroom.

Finally, another important aspect that may need to be considered as part of the concept of TPD
is the context. TPD is context-specific and there is no one or ideal approach to professional
development. This includes teachers' experiences of professional development as well as the
needs of the organisation/ school, where the teachers work (Day, 1991; Goodall, et al., 2005;
Guskey, 1994, 1995; Villegas-Reimers, 2003). Considering teachers’ need is pivotal, as
“teachers at different career levels have distinct needs: novice teachers need more practical,
down-to-earth training, mid-career teachers need to be given choices and senior teachers
teachers’ need new challenges.” (Richards et al: 105, in Hayes, 2014). In this way, ideal TPD
would take into account the particular contextual issues related to a particular school, students

and teachers, considering the influence of time, collaboration and leadership.

In the end, effective TPD is not a list of “best practices” but rather an accumulation of elements

adapted to a certain context (Guskey, 1994). Guskey (2009:229) stressed that:

“we need to be honest about the real world of schools and the powerful influence of context.
School contexts differ drastically, and what works well in one setting may not work equally
well in another. Improvement efforts at all levels of education need adaptation to a wide variety

of contexts. The particular educators involved, the characteristics of students with whom they
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work. A seemingly powerful professional development activity poorly suited to a particular

context will likely fail miserably”.

In conclusion, while many sources like those cited above pick on certain characteristics of TPD
to typify it, a useful more comprehensive characterization of TPD is that of Al-Lamki

(2009:40):

“First, CPD consists of various activities and experiences which are practised individually or
collaboratively. Second, CPD aims to increase knowledge and understanding of teachers and
it also promotes teachers' performance and reflection. Third, CPD learning experiences are not
limited to one particular place such as the classroom or the school setting. Rather, they go
beyond that as some may be practised for example in the school, at the training center, on the
net or even at home. A major element of CPD is that, as the term suggests, teachers'
professional development is viewed as a continuous process. This element of continuity helps
teachers develop through accumulation of knowledge and skills related to their own field
through formal and informal experiences and activities. Another element of CPD is that the
teachers become responsible for their own learning. It is not enough to wait for courses to be
offered by the institution. Instead, various activities of professional development could be
engaged in by the teacher. A fourth element is that CPD is flexible in two ways: the number

of different activities that a teacher engages in and the frequency of those activities.”

None of these definitions, alone, provide complete explanations of what is really understood
by professional growth / TPD. Based on the above mentioned definitions, however, I
formulated the following definition, which will be adopted in this study: Teacher professional
development can be defined as a lifelong learning process that involves activities or strategies
initiated either by the teacher or by others, intended to develop teachers’ skills, beliefs,
attitudes, awareness, job-related knowledge and affective state, in ways suited to a particular

teaching context.
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2.2.2 Teacher perceptions of / beliefs about the nature of TPD

In this study, I am interested not only in what trainers and academic professionals think TPD
is, but also particularly in what teachers themselves think it is. This appears to be a neglected
topic. Yet teacher beliefs about TPD are surely a key component in whether or how much
teachers conduct their own TPD, or just sit and wait to be given it. This is analogous with
learner beliefs about language learning: learners will not become more autonomous while they

remain with a mental definition of learning only as 'being taught'.

Notably, however, I only managed to uncover one qualitative study that dealt clearly with this
issue for teachers of English in any context. The study is by Alibakhshi and Dehvari (2015)
who interviewed 20 Iranian high school EFL teachers with at least 10 years of experience about
what they thought TPD was. The teachers represented both genders and a variety of BA and
MA qualifications. Apart from the country, this is close to the population I plan to target in my
study. I identified just five themes in the data, of which skills development was the most
mentioned (90%), followed by continuous learning (70%), keeping up-to-date (65%), learning

for pleasure (50%), and teachers’ professional revitalization (40%).

Comparing these findings with my review of expert definitions, I can see that these teachers
seemed to define TPD largely in terms of its purposes or effects, not the kinds of activities it
involved. Although effect on skills dominated, including specific references to teaching
methods, testing, materials preparation and use of technology, the last two themes also indicate
awareness of the affective impact of TPD which is not so stressed in the expert literature. Two
themes notably refer to learning, implying that these teachers see TPD as teacher centered,
though elsewhere in the article it is clear that they also regard peer or trainer input in workshops
as TPD. One theme refers to the continuity of TPD which was prominent in the expert

definitions.
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2.3 Strategies or activities for professional development and their claimed

effects/benefits

There are many techniques, strategies or activities through which teachers can seek to develop
their teaching skills and practices. Strategies that teachers can consider for their PD, or which
trainers can supply, should help them to turn the problems that they may face in their

professional career into positive rather than negative experiences.

In order to understand what different strategies can facilitate teachers’ professional
development, I referred to many sources. TALIS (2009:49) for example noted that TPD “can
be provided in many ways, ranging from the formal to the informal. It can be made available
through external expertise in the form of courses, workshops or formal qualification programs,
through collaboration between schools or teachers across schools (e.g. observational visits to
other schools or teacher networks) or within the schools in which teachers’ work. In this case,
development can be provided through coaching/ mentoring, collaborative planning and
teaching, and the sharing of good practices.” In addition, Richards and Farrell (2005) also
identified a list of PD activities that includes the following: workshops, self-monitoring, lesson
reports, peer observation, and action research. Also, TPD programmes are delivered in the
form of workshops, seminars, conferences or courses (Ball & Cohen, 1999; Collinson & Ono,
2001; Feiman-Nemser, 2001; Fullan & Hargreaves, 1996; Schwille & Dembélé, 2007;
Villegas-Reimers, 2003).

The list of strategies/activities in Table 2.1 will be a corner stone in this study as it will be the
basis for the means of analysing what the teachers say in the interview especially with respect
to RQ2. Hence every strategy is going to be reviewed in detail in the following sections both

as to its nature, and its claimed benefits.



Table 2.1 Agents involved in different types of TPD activities
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Sources of input to the PD —

Strategies (may be self-

chosen or externally

imposed) |

Experts (cf.
Applied

science)

Peer
teachers
(cf. Craft)

Self
(Reflective)

Others (e.g.
pupils,

parents)

Attend  training  courses,

conferences, workshops, do

supervised teaching practice

yes

usually

possible

Read teaching manuals, journal
articles, TEFL guide websites/

online websites

yes

possible

Observe other teachers or be
observed by them, discuss good
practice 1in staffroom, join
teacher network online, be

mentored, teach collaboratively

yes

possible

Record own lessons, keep diary

about what happened in

lessons, track student marks

possible

yes

possible

Carry out action research,
identify teaching problems and

try to deal with them

possible

possible

yes

yes

Think back critically over past
remembered teaching
experiences, think about own
beliefs, theories, attitudes and

practices

yes

Hold parent teacher evenings,

get feedback from pupils

yes

yes
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2.3.1 Reflection and the training of teachers to be reflective

Reflection can be defined as a “process of critical examination of past experiences that are
recalled, considered and evaluated for the purpose of future decision-making and actions; a
process that can lead to a better understanding of one’s own teaching practices and routines.
Reflection is a process that leads to a thoughtful, mediated action.” (Clift, Huston and Pugach,
1991: 23). Reflective thinking is no more than a triumph of reason over instinct and impulse.
In another view, reflection is an inner dialogue process and a ‘conversation with self’ that
involves deliberate looking and hunting in search for an external basis on which to rest a belief

(Prawat, 1991; Lyons, 2010).

Many benefits are claimed for teacher reflectiveness. Dewey (1933, in Farrell, 2007) identified
three main attributes of the reflective teacher: open-mindedness, responsibility and
wholeheartedness. Reflective teachers are characterised by open-mindedness as they show
readiness to listen to more than one side of an issue and to give attention to alternative views.
Reflective teachers are responsible ones as they show careful consideration of the
consequences of their actions. On the other hand, wholeheartedness implies that teachers can
transcend their worries and uncertainties by critically evaluating their practice as a way to
make meaningful change. As Bill Templer (in Harmer 2007: 410) says: “we need to hold up

mirrors to our own practice, making more conscious what is beneath the surface.”

Kumaravadivelu (2003:7) clearly highlighted the idea that second language teachers should
enter into “a continual process of self-reflection and self-renewal” in order for them to
“construct their own personal theory of teaching.” Brandt (2008) also emphasized the idea that
an effective teacher is a reflective one. In addition, reflection is said to enable teachers,
especially the novice ones, to approach the ELT classroom with a degree of self-confidence.
Reflection helps teachers develop critical thinking skills rather than blindly following their
routine way of teaching; teachers will carefully consider what happened, why it happened, and
what else could have been done to reach their goals. Reflection helps increase the professional
competence of teachers by noting their own teaching strengths and weaknesses. Although
experience as a teacher may be a good starting point for development, it is necessary to

examine such experience systematically in order to learn from it (Richards and Lockhart,
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1994). Thus, it is important to note that experience alone does not count as TPD. Rather,
reflective practice will lead to professional development where reflective language teachers
will be seen as those who are “discovering more about their own teaching by seeking to
understand the process of teaching and learning in their own and others’ classroom.” (Wajnryb,
1992:9). Reflective practice gives teachers the chance to develop their critical skills and
attitudes, where they eventually become a part of good teaching (Burt and Keenan, 1998;
Crandall, 2000). Reflective teachers are better able to monitor their practices, make informed
decisions, respond to the changing needs of learners, and make appropriate judgements about
their own teaching behaviours more than less reflective teachers (Valli, 1997; Yost et al, 2000;
Bolton 2010; McMeniman et al, 2003; Hedberg, 2009). In addition, reflective teachers are

characterized by being better able to:

* Carefully describe and analyse situations and problems.

* Decide what they want to learn as well as their learning goals.

* Show a deeper understanding of the teaching-learning process.

» Evaluate their current stage on the way to their professional growth.

» Effectively use self-reflection and critical thinking to serve their ends.

* Demonstrate more elaborate pedagogical reasoning skills than less reflective teachers.

* Make a good use of questioning techniques when evaluating their classroom practices.

* Demonstrate a strong feeling of self-confidence, personal security and efficacy.

* Make more informed decisions that are based on their reasoning skills. (Adapted from

Korthagen and Wubbels, 1995 and Farrell, 2007)

As highlighted by Farrell (2007), reflective thinking helps teachers pose critical questions
about their teaching, bring underlying beliefs to the level of awareness, realize that there is no
simple solution or answer. Richards (1990:5) maintains that such type of self-inquiry and
critical thinking can “help teachers move from a level where they may be guided largely by
impulse, intuition, or routine, to a level where their actions are guide by reflection and critical
thinking.” By systematically reflecting on their classroom teaching and their students’
learning, language teachers can develop better awareness and understanding of not only their
own instructional processes, but also the different agendas that are being pursued by their

students (Richards and Farrell, 2005 and Farrell, 2007).
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Hence, as stressed by Brookfield, (1995) teachers should develop critical reflection as an
essential habit as far as their teaching is concerned. By contrast, non-reflective teachers do not
show a great deal of self-confidence, they even tend to blame themselves if students are not
learning well or if they cannot meet all their students’ needs and interests all the time.
Reflective teachers develop a more accurate understanding of their abilities and skills as
teachers. They also have a good control of their emotions. By contrast, non-reflective teachers
may simply throw up their hands and place a great amount of trust in the role of chance or Fate
in shaping educational process rather than human agency. However, teachers should be aware
that “critical reflection isn’t the answer to every problem in life. It can’t remove the taste of
failure from our mouths or the light of fears from our eyes. But what it can do is considerable.”

(Brookfield, 1995:236)

While much of what is said about the benefits of reflection, e.g. by some of the sources cited
above, is founded more on theory and belief than hard facts, some empirical studies have been
done to provide support for such claims. One study was conducted by Atay (2008) to explore
the importance of reflection in education, at an English preparatory school at a state university
in Istanbul (Turkey) during the academic year 2004-5. At the time of the study, there were 923
students at different levels and 110 EFL teachers. Teachers were encouraged to critically
reflect on their own teaching practices. During the study, teachers showed a greater sense of

awareness and development in the ways they dealt with different teaching/learning aspects.

On the other hand, it should be admitted that there also exists a considerable volume of less
positive thinking concerning reflection. First, reflection is not an easy process as it “requires
critical thought, self-direction, and problem solving coupled with personal knowledge and self-
awareness.” (Chant et al. 2004: 25). So, in order to help teachers develop into reflective
practitioners, reflection is a skill that has to be fostered right from the beginning of the learning-
to-teach process. In short, reflection is a form of TPD that requires prior TPD to train teachers
in how to do it. Akbari (2007: 204) stressed the idea that: “effective reflection.... would be
impossible unless a sound grasp of its basic principles is established and a mastery of the

discourse norms and features of the community established”.

Reflection may occur spontaneously as a natural response to day-to-day teaching experiences

and of course some teachers may become reflective because they are just naturally more
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reflective. However, for many, the power of reflection must be facilitated and developed
through TPD itself, in the form of the training process, as in Wallace's (1998) 'reflective model'
of teacher education. Teachers need to be directed in the way they reflect: most often they
reflect on things they do “wrong” or “bad” while in order to make the best out of reflection,

teachers need to reflect on interesting things (Allwright, 2003).

El-Dib (2007) also stressed the idea that reflective thinking should be developed through
mentoring and scaffolding rather than develop naturally. Kabilan again (2007) indicated that

reflection should be taught in an atmosphere of collaboration as a pivotal element of PD course.

Thus, there are some concerns related to reflection, and some researchers have even called for
new strategies, feeling that there is a need today to move “beyond reflective practice”
(Bradbury et al, 2010:55). In a recent book Mann and Walsh (2017: 15-18) usefully summaries
some criticisms of reflective practice (RP) as follows. It should be noted from the start,
however, that these are largely not objections to RP itself, as a form of TPD, but rather to

aspects of the way in which teachers are often trained to do it.

First, they refer to the dominance of models of reflective practice. By this they mean that
trainers (and books about RP) tend to dwell too much on the different theoretical frameworks
of RP, which may lead to problems. “First is the impression that models and frameworks
usually suggest a necessary order and linear progression. The second is simply the space that
is routinely given to going through the various models, instead of providing exemplification
and detail about ‘how to’. Probably one of the main problems with RP training is that teachers
are not in actual fact shown examples of doing it, it is more likely to be just theoretically talked
about. Associated with this is the “lack of data-led account: data-led accounts are essential
since they provide the kind of evidence which promotes understandings of reflection.” Mann
and Walsh (2017) in fact provide just such data-led accounts which demonstrate exactly how
real RP actually occurs, and how it may not adhere to the supposed models. They make the
point about the benefits of data and evidence of "reflection in the wild": when teachers collect
data from their own experience then they will reflect on their own beliefs and practices which
may inform their own future decisions and behaviour. Any form of data can be helpful in

providing opportunities for reflection. “However, our argument is that a teacher’s own data is
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a particularly rich resource. To be a change in teaching behaviour, since teachers are more

engaged when they use data from their own context and experience.”

Secondly, they refer to “Focus on the individual: RP is often presented as an individual process
which does not foreground collaboration or participation in a community of practice.” In fact,
reflection is supposed to be more like a shared act or done in collaboration with others, as
clearly emphasized by Zepke et al. (2003:17) who defined reflection as: “a process to help us
learn from our own or others’ experience and to turn that learning into action.” It could be said
that understanding requires dialogue: reflection may need dialogue with others including
fellow teachers or trainers. It gives teachers the chance to exchange ideas and discuss issues of
mutual interest. Reflection needs to be collaborative as “the process can become more
enjoyable and more beneficial when undertaken with others working in a similar context.”

(Mann and Walsh, 2017: 107).

The third issue concerned dominance of written forms of reflection. When training emphaises
written forms of RP the focus of attention becomes the actual writing itself and in this way
teachers will be mainly interested in completing the reflective task and this may lead to
inauthentic type of reflection (Roberts, 1998) and even ‘faking it’, since written reflection is

especially difficult for novice teachers (Hobbs, 2007).

Fourthly, there is an issue over assessment for RP tasks. It could be that if trainers assess
teachers’ reflection, teachers may be demotivated, discouraged or even stop doing it as an

integral part of their profession (McCabe et al., 2011).

Fifthly, training may not introduce appropriate reflective tools: RP is not limited to a certain
tool or activity and every tool should be chosen in a way that would be suitable to certain
contexts as well as teachers’ different needs, levels, development and experiences. So, tools

should be chosen in a way that leads to “timely reflection” (Mann and Walsh, 2017: 21).

Finally, there can be a problem of trainers not practising what they preach. It is problematic
that while teacher educators promote reflection among teachers, they “seem to have less
tendency to consider reflection as a method for their own practice” (Moon, 1999: 57).

Academics can only facilitate reflective practice if they themselves use reflection in their own
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professional development. When reflection is merely preached, it is more likely that it will not

be embraced and subsequently pursued by the participants (Leather and Popovich, 2008).

2.3.2 Self-monitoring

Self-monitoring or self-observation refers to activities in which information about a teacher's
own teaching related thoughts and activities are documented, from memory or by being
recorded, in order for the teacher to review or evaluate it, typically involving reflection. In this
way, self-monitoring is a systematic approach to the observation, evaluation and management
of one’s own behaviour in order to achieve a better understanding and control over the
behaviour. While reflection, as you saw in 2.3.1, can be based purely on remembered
experience, awareness of beliefs, and thought, it is arguably enhanced if is also directed at the

sort of self-observation data discussed in this section.

Farrell (2008:138) strongly highlighted the idea that “self-monitoring a sample of one’s lesson
is often a good starting point in planning personal professional development because it can be
used to identify issues that might later be further explored.” As pointed out by Farrell
(2008:139), “They may have some irritating speech mannerisms, such as over frequent use of

6(yes” 6(Uh_huh” Or “Right”_”

There are different types of self-observation which can constitute the basis for TPD and these
are: writing or recording retrospective lesson reports, writing or recording teacher diaries,
audio-recording or video-recording one's own lesson for consideration later. These means can
help teachers develop a more reflective view of teaching that is to “move from a level where
they may be guided largely by impulse, intuition, or routine to a level where their actions are

guided by reflection and critical thinking.” (Richards 1990:5)

Audio-recording of one's own lesson which is afterwards played and reflected upon is a
simple approach to self-monitoring. The purpose of recording of a lesson is to identify aspects
of one’s own teaching that can only be identified through real-life recording. An additional
advantage of a lesson audio-recording, as emphasized by Farrell (2008), is that the recording

can be played and examined at any time and can capture different details of a lesson that cannot
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be easily observed during the lesson. Teachers do not often have the opportunity to hear or see
themselves teach. As a result of audio-recording a lesson, the teacher might find evidence of a
problem that he or she was unaware of. For example, the teacher might discover that students
tend to shift to their native language during group work, or that students make an unacceptably
high level of pronunciation errors. Also, after listening to the audio recording of the lesson, the
teacher may be surprised and find out that he may seem to speak far too quickly a lot of the
time or that he/she doesn’t give students much of a chance to speak. So, “the fullest account
of a lesson is obtained from an actual recording of it, using an audio cassette or video recorder”

(Richards, 1996: 11)

During the recording process, it would be more useful to have more than one recorder, placed
in different locations. For example, placing a recorder on the teacher’s table will usually
provide a reasonably good recording of the teacher’s voice. On the other hand, placing the
recorder on the students’ desk will permit a clear audible recording of the students’

contributions and participations during the lesson.

By comparison, videotaping of a lesson provides a very different account of a lesson than that
of an audiotape. The audio recorder captures most audible things about the lesson. By contrast,
the video recorder allows the teacher to hear as well as observe a great deal of student-to-
student interaction that teachers usually would not have an opportunity to notice. Brookfield
(1995:80) clearly stressed the importance of video-recording a lesson, “As a way of helping
us improve our modelling of what we want students to do, video is irreplaceable.” In addition,
a videotaped record account of the lesson allows a choice of focus and allows the teacher to
make appropriate judgments on different aspects of the lesson such as how much time is
allocated to teacher’s talk and how much to students’ speech during the lesson, how much time
they spend on giving information and directions and how much time they allow for students to
analyse, reflect or practice. So, video-recording allows teachers to observe “how visual their
teaching is —do they use gestures well, move around a lot, show overheads, draw graphics on
the board, or do we stand in one spot and talk in a monotone?”” (Farrell, 2008:46). Therefore,
once a problem has been identified, through video recording the lesson, the teacher can begin
to examine it in more detail and try out strategies for addressing it and finding appropriate

solutions.
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A study involving video-recording was carried out into teacher development by Ryder (2012).
The research took place in France and he wanted to see how teachers reflect on their teaching
practices. Teachers were teaching different languages such as Czech, Chinese and English to
different groups of students (company management, unemployed and factory workers). The
classes took place both during the day and in the evening in different locations such as in
company, in technical colleges, and community centers. Lessons were recorded and
transcribed for the study and one lesson was filmed and there was a post-observation
discussion. The results of the study revealed that most teachers used to reflect on their work;
they exhibited a critical way in dealing with and analysing their teaching practices which led

to improvements in their thinking skills.

A lesson report is a written account of the lesson after it has occurred, that aims at describing
its main features. The process of committing details to paper is a useful means of stimulating
observational skills as well as recalling seemingly meaningless details; which may assume
greater meaning upon reflection. Indeed, without reflection, such a report has little TPD value.
Whereas a lesson plan describes what the teacher decides to achieve in a lesson, a lesson report
documents what actually happened during the lesson, and may of course refer back to the
lesson plan, which in turn may entail reference to the textbook. It is usually completed after
the lesson and records as many different aspects of the lesson as possible, based either on
teacher memory or lesson recording as just described. Lesson reports are considered the

cornerstones of the reflective practice.

Jasper (2005) found lesson reports to be a means that facilitated creativity, critical thinking,
analysis and discovery. Different aspects of the lesson can only be revealed to the teacher
through self-inquiry and lesson reports. By means of the lesson report, the teacher may like to
consider the following features of the lesson: the most and least effective parts of the lesson,
departures from the lesson plan, the main goal of the lesson, students’ learning problems
encountered and difficulties learners experienced at the different stages of the lesson. Also, a
lesson report includes asking evaluative questions such as; what aspects of the lesson worked
well? What aspects of the lesson did not work well? What aspects of the lesson should be

changed next time? So, as Bartlett (1990) pointed out, teachers’ lesson reports “may document
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routine activities in the classroom, conversations with pupils, incidents, beliefs about teaching,

views about language learning and teaching and much more.” (In Richards, 1996)

Nowadays, there are many research studies supporting the idea that lesson reports can help
language teachers in various aspects of their reflective development .These research studies
(Bailey, 1990; Elliott, 1991; McDonough, 1994; Richards and Farrell, 2005; Zeyrek, 2001)
found that lesson reports help both experienced and novice teachers and that they help achieve
different purposes such as presenting detailed account of teachers’ classroom practices,
providing feedback on one’s own teaching by looking at the records, generating questions and
hypotheses about the teaching and learning processes, fostering a sense of responsibility for
one’s own professional practices, giving teachers the chance to express their doubts, worries
and needs. In addition, writing reports on classroom teaching practice is considered as the most
natural form of TPD. It also increases teachers’ self-confidence as well as their awareness of
their teaching actions. As Valli (1992) pointed out, “writing about one’s own beliefs and
practices is a good way of encouraging awareness and reflections.” According to a survey
conducted by Richards and Ho (1998 cited in Farrell, 2007) on the usefulness of lesson report,
the majority of teachers (71%) found it useful, while 25% found it fairly useful and only 4%
did not enjoy it. Similarly, the results of another study conducted by Richards and Ho (1993)
showed that most teachers reported that writing lesson reports helped them explore themselves
and their practices as teachers, enhanced their thinking skills and guided them towards more
effective teaching. So, teachers are expected not only to learn from other experts, but also from

themselves.

Teacher diaries, a teaching diary or reflective journal, is a document that can contain
observations, feelings, reactions, interpretations, reflections, hunches, hypotheses,
explanations’ all together (Elliott, 1991). Unlike a lesson report, entries can be made at any
time and relate to any aspect of teaching, not just the lessons, such as preparation, marking,
teaching rooms, dealings with administrators, or indeed TPD etc. Diary-writing in an
educational context has become a popular technique, with several different types of

application, though I am only concerned here with it as part of TPD.

A study was conducted by McDonough (1994), where he examined the teaching diaries of four

teachers, including the author/his diaries, working on the same language programme in terms
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of a variety of topic headings. The researcher examined three diaries of his colleagues working
on the same course. The class in question had eight participants and lasted for about nine
months. It was English for Academic Purposes (EAP) programme. The researcher wanted to
see whether teaching diaries can help teachers improve themselves as far as their professional
development is concerned. After a careful examination of the teachers’ diaries, the researcher
found out that writing teaching diaries made them aware of day-to-day behaviours and
underlying attitudes, alongside outcomes and the decisions that all teachers need to take. It
helped the teachers’ document and formalize the everyday working experience that might
otherwise be lost and increased teachers’ awareness. Nevertheless, in order for their diaries to

be usefully reflective, training of teachers may again be needed (Wright, 2010).

2.3.3 Classroom Observation and collaboration involving colleagues

Observation other than self-observation involves visiting a class to observe different aspects
of teaching or having one's own class visited by another (peer or superior). This may involve
recording again, as above. A teacher or other observer intends to closely watch and monitor a
language lesson in order to gain an insight of some aspects of teaching, learning or classroom
interactions. Classroom observation of this sort used as TPD is a way of gathering information
about teaching, rather than a way of evaluating teaching (Richards, 1996 and Farrell, 2007). In
this way, classroom observation that includes peer observation for the purpose of PD rather
than evaluation can help teachers develop their critical thinking skills. It makes them more
confident in knowing that they are providing optimum opportunities for their students to learn
in that classroom. In addition, when classroom observations are handled in a non-judgmental
manner where development is the goal, then they become something, as Farrell (2007:129)
described, which “teachers look forward to and which they see as time well spent rather than
something to be dreaded and avoided.” In other words, if classroom observation takes a
developmental rather than an evaluative approach, the teacher, “knows that the visit is not a
test, but a mutual problem-solving experience,” (Williams, 1989:87). When engaging in a
non-evaluative classroom observation, the responsibility of professional development can shift

from others to the individual teacher himself. The observer should provide feedback in a non-
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judgmental manner and offer a trusty relationship. Otherwise, the experience would be
“threatening, frightening and regarded as an ordeal.” (Williams, 1989:86) Thus, in order for
observation to be viewed as a positive rather than a negative experience, the observer’s

function should be limited to that of gathering information.

The observer may consider the following aspects of the lesson: activities, questioning
techniques, students’ responses, classroom language, organization of the lesson, teacher’s time
management, learners’ performance on different tasks and classroom interaction. The observer
should be an experienced teacher who has a wide variety of experiences as a teacher in the
area of second language teaching. Otherwise, feedback and comments will only serve to give
offence. The value of the observation is increased if the observer knows what to look for. It is,
extremely important for both the observer and the observed to be fully aware of the reason
behind conducting classroom observation, and the spirit in which it should be carried out. It

should be carried out with commitment and reflection. (Cosh, 1999:22)

Observation is an effective way to promote TPD. Mentors help mentees step outside the box
of his/her job and personal circumstances, so they can look in at it together. It is like standing
in front of the mirror with someone else, who can help you see things about you that have
become too familiar for you to notice (Clutterbuck and Megginson 1999:17). Teachers may
comment on the important role of the observer as the following: “I realize the power of having
another pair of eyes in the room to help me see better. I should always say that the observer
was a trusted friend and this helped me a lot too.” (Eric Harmsen, a teacher in Korea in Farell,

2008).

Based on his involvement in the field of ELT as a teacher and a teacher trainer for about 20
years, Gun (2010) believed that conducting classroom observations and giving feedback to
teachers is undeniably useful yet insufficient in itself to help teachers reach a level of reflection

that will optimize their professional development.

In his study, Gun (2010) wanted to investigate how ‘reflection’ can become more effective
through systematic training and practice. The reflective teaching and learning project was
carried out in an intensive English language teaching programme in Turkey. The project aimed
at helping teachers to ‘reflect critically’ on teaching in order to increase their ability to identify

strengths and weaknesses and take action towards becoming more effective teachers. Four
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teachers participated in the project; two Turkish, one American and one British teacher. Two
teachers had 7 years teaching experience and two had 3 years teaching experience. During the
training project, teachers received feedback from different sources including, teachers,
learners, trainers and colleagues. Three trainers, including the author were involved in
providing the input sessions and doing the classroom observations. Learners were asked to
take on the role of observer and feedback provider. The entire process took 8 weeks including
eight input sessions and five focused classroom observations. The training project was
characterized by the ‘friendly atmosphere’ in the input session room where the teachers and
trainers sat down in a circle and had informal discussions about their classes, reflections as
well as many other related issues. After completing the 8 weeks of input sessions and
observations, the teachers were given a feedback questionnaire. Analysing the questionnaire
showed that all teachers felt that watching themselves in the video was very helpful as a basis
for reflection, the input sessions provided awareness and self-criticism, the training process
helped them understand students better and know what is good for their learning. Because
teachers knew that these observations were aiming at professional development rather than
performance evaluation, they felt more comfortable from the very beginning. So, the value of
videos in nurturing reflective thinking was confirmed and any reflection training programmes

should make reflection an integral part of classroom practice.

A further interesting study was conducted by Farrell (2001) on teachers’ observation. A teacher
(Poh) asked the author to observe her class. They are colleagues working in the same
institution, the National Institute of Education Programme (NIE). Both of them teach female
teachers of English for Academic Purpose (EAP). Poh (the teacher) asked the observer to
observe an Academic Writing Skills class of mixed abilities. Poh, a confident teacher, was
already reflecting on her work and wanted an outsider’s view on what she was doing in the
classroom. After the observation process and from a reflective point of view, the observer was
surprised that Poh addressed most of the issues that the observer raised without having seen
his observation notes. That was not planned and the observer believed that Poh’s continuous
reflection gave her an opportunity to apply changes to her teaching behaviours. The process of
observation seemed to be beneficial to both the observer and the observed teacher. The teacher
got further insights into her teaching of Academic Writing while the observer could further

enhance his understanding and insight into the reflective/ collaborative process.
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When teachers see their practice through others’ eyes, they are in a much better position to
speak and behave in ways, as stressed by Brookfield (1995) that ensure a consistency of
understanding between teachers, students, and their colleagues. Similarly, Cosh (1999) and
Borg (2006) emphasized the importance of observation as a valuable strategy since it provides
evidence of what actually happens in classrooms. Because the aim of the observation is to help
improve the skills of the observed, therefore and as stressed by Fullerton (1993) quality
feedback is essential. As highlighted by Moon (1994), observation provides a channel for
reflection and professional dialogue which may otherwise be missing from the careers of many

teachers.

Collaboration is another important component of TPD, because it involves teachers sharing
their personal and professional knowledge with other teachers in a friendly environment. Also,
collaboration usually implies working together eg making materials, or lesson plans, even
jointly teaching a class. Based on this, teachers can change their thinking about their work and
as a result will become more confident practitioners. It will facilitate dialogue, sharing and the
exchange of ideas, information and expertise. Collaboration will offer “hope to others wishing
to break out of the shells of isolation separating teachers from their colleagues as well as from
teacher educators,” (Oprandy, Golden and Shiomi, 1999:5). In any school or institution, there
are teachers with different levels of experience, knowledge and skills. This will provide an
opportunity for novice teachers to learn from the experience of the experts. Collaboration with
colleagues will provide a non-threatening environment in which teachers can develop new
knowledge and skills and gain supportive feedback from peers (Atay, 2008). A teacher from
Philippines (Ali) demonstrated the crucial role collaborating with others can play in a teachers’
development. He pointed out that “researching and collaborating with members of the group
was very enriching. From my more experienced colleagues I have learned the importance of
considering students’ interests and proficiency level in preparing lessons and the need to use
feedback from students to make necessary adjustment in my teaching.” (in Richards and

Farrell, 2005:12).
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2.3.4 Action research

Action research is a process in which participants examine their own educational practice
systematically, often involving methods I described in 2.3.2 and 2.3.3, with critical reflection,
then plan and execute some teaching innovation (the action) designed to improve something,
and observe the effects. As its name suggests, action research concerns actors — those people
carrying out their professional actions from day to day - and its purpose is to understand and
to improve their actions. All this is done carefully using the techniques of research (Ferrance,
2000). Action research is therefore a valuable method of self-development which involves the
systematic collection and analysis of data related to practice, and carrying out what in mainline
research would be called an experiment. During the process of action research, teachers will
begin a cycle of posing questions, gathering data, reflection, and deciding on a course of action
which is then executed and its effects examined. In this way, action research “entails a change
in the former, relatively passive role of teachers to a more active, reflective knowing and

problem solving one.” (Richard et al: 114 in Hayes, 2014)

Teachers may be concerned that things might not be going as they wish, or they may want to
sort out a problem or issue in practice or implement a new initiative. So, action research is a
strategy that is expected to accelerate and enhance teachers’ expertise and professional skills

in order to progressively develop as they continue in their chosen occupation (Wallace, 1998).

Successful outcomes of engaging in research might include the development of teachers’
research skills, increased awareness of the teaching/ learning process, renewed enthusiasm for
teaching, greater collaboration with colleagues (Atay 2008), enhanced self-efficacy (Henson
2001), as well as continuing commitment to professional development with a view to

improving their own practices.

A simple example of action research is given by Wyatt (2011). Sarah, an EFL teacher in the
Sultanate of Oman, was worried about the idea that her Grade 9 students did not get enough
meaningful speaking practice, since the course book was ‘based on drilling and repetition’.
Therefore, she decided to conduct action research in her own classroom with the aim of
enhancing students’ performance. She designed oral communicative tasks to supplement each

unit of the course book. Sarah evaluated the effectiveness of the communicative tasks that she
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designed by audio recording lessons where, they were used and observation notes. This
provided evidence that the use of communicative tasks supported the acquisition process.
Sarah also found that the communicative tasks could highly motivate her learners and
encourage them to express their feelings fluently in English in new situations. She noticed her
learners’ increased engagement in speaking activities and production of more authentic speech.
She clearly found the action research rewarding: “Really, it is wonderful if all the time you’re
doing something for your students, observing them and seeing what their difficulties are and

trying to solve them.”

From this study, one can easily notice that action research helps teachers speak more freely
about their work and address important concerns that relate to their teaching contexts. The

teachers themselves express positive attitudes toward conducting action research.

Like with all the TPD activities there are nevertheless some negatives. Most teachers need
prior TPD in the form of training courses or workshops or mentoring in order to be equipped
to do it (Borg 2009a). Otherwise, they may struggle with concept of action research, fail to
identify a problem or fail to find a potential solution to the problem to try out. Furthermore,
because it is treated as research, the whole activity requires more time than many teachers
have, to conduct it in an appropriate way. In short, issues of time constraints, teachers’
workload, their attitudes towards research and unsupportive school environment may stand as
barriers that prevent teachers from engaging in action research,( Richards et al, in Hayes,

2014).

2.3.5 Workshops and training courses

Workshops can be defined as intensive short-term learning activities where the ultimate goal
is to enable teachers to acquire specific knowledge and skills that will help them perform better
as teachers. They often occur close to where teachers work and typically focus on a specific
theme and are designed for in-service teachers. Workshops are one of the most common,
powerful and useful forms of professional development activities for teachers (Richards et al,

2001; Richards and Farrell, 2005; Farrell, 2008). They are usually led by a person who is
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considered as an expert in the field and who has relevant experience in the workshop topic.
That could be a fellow teacher, but often is someone from a university or training institution
or the ministry of education in a country. Workshops are often the best way of throwing light
on what a particular professional activity consists of, what its pros and cons are, and whether

it might be of interest to teachers in a specific teaching context or not.

In a workshop, participants are expected to learn something which they can later on apply in

their classrooms as well as get hands-on experience with the topic, where relevant.

In the field of ELT, there are several benefits of workshop-based learning for language
teachers. For example, workshops can provide teachers with an input from experts; a workshop
can provide an opportunity for an expert in an area to share his knowledge and experience with
teachers in a comfortable non-evaluative learning environment. In addition, a workshop is
intended to enhance teachers’ practical skills and help resolve problems, rather than simply
focusing on improving teachers’ theoretical abilities. As stressed by Richards and Farrell
(2005), workshops take teachers out of the classroom to forums where they can share problems
and concerns with colleagues or teachers from different schools and motivate them to share

their experiences and ideas with colleagues.

A study was conducted by Teng (2016) at a university in Northeast China in China which
interestingly illustrates how successful workshops can be combined with reflection. Twenty
Chinese English teachers participated in the study. The aim of the study was to investigate
whether there was any change in these teachers’ beliefs as a result of attending a TPD project
for teaching writing and to see if the change in belief could affect their practices. Twenty
English teachers were invited to participate in the project where they were introduced to
different theories and strategies of writing, they attended a weekly workshop (3h per week) for
one month. After the workshop, teachers reflected on their own teaching practice. Semi-
structured interviews were used as data collection method before and after the program. The
data showed evidence of a change in the two teachers’ beliefs concerning L2 writing theories
and strategies. As Teng (2016:109) put it: “findings of the study showed a change in teachers’
belief and readiness to change some of their own practices. The project gave teachers a good
idea of the nature, theories and strategies of writing, a change in their role from the dominant

to the facilitator one with emphasis on students’ sense of autonomy.”
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Although it is difficult to generalise, what are termed teacher training courses / teacher
education courses are typically longer than workshops, more formal, cover many topics rather
than one theme, and may take place further away from a teacher's school. They also often yield
a qualification (degree or certificate of proficiency) while workshops are more likely just to
yield an attendance certificate. They range from degree courses such as an MA in Applied
Linguistics, through diploma courses, one-month teacher training courses, down to short in-
service courses which are close to workshops. Teacher training/education courses are often
designed for pre-service trainee teachers (PRESET), and these typically include not only taught
components but also teaching practice, which is ‘the application of the practical pedagogical
knowledge acquired during the lessons and workshops’ (Leshem and Hama, 2008:257). Mann
(2005:104) stressed the idea that: “The role of teacher training is to introduce the
methodological choices available and to familiarise trainees with the range of terms and
concepts that are the ‘common currency’ of language teachers. The trainer typically
demonstrates the range of models and techniques available”. Nowadays, there is a significant
focus on the process of training teachers of English as a Second/Foreign Language. Therefore,
there are many short training programmes or certificate courses where the ultimate goal is to
give teachers hands on experience and equip them with the practical classroom skills that

would enable them to teach effectively.

PRESET teachers’ educational courses are intended to prepare teachers for the reality of the
classroom. Teacher training courses have many advantages, including the opportunity to
reconsider the roles of tutors and language learners, the place, the nature and the context of the
teaching process. Brandt (2006:362) clearly stressed the idea that “Allowing for practice would
provide new teachers with opportunities to experiment and make errors free of the burden and
distraction of assessment.” In this way, the main focus of trainee teachers is to learn the best
possible ways to enhance students’ learning process. This non-evaluative environment will
give teachers the chance to improve their abilities, to cope with learners’ different needs and

interests as well as the different learning and teaching contexts.

It is necessary for teachers to be well-equipped and well-trained. Otherwise, lack of adequate
training and preparation for teaching will lead to teachers’ lack of self-confidence and inability

to deal with the problems that may occur in the teaching context. Britten (1988:5) however
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suggested the idea that: “since in practice, working teachers seldom have the kind of peer group
support which they usually find helpful in training courses, training should help to prepare
teachers, as trainees, to make their own decision and adjustments, and to be better equipped to
support themselves after the training.” This means training teachers not just to teach but also

to perform their own TPD later. In short, a good teacher is a life-long learner.

Many researchers, emphasized the idea that one of the main conditions to be met if learners
are to successfully learn a second language is that teachers must be adequately trained and
have hands on experience (Enever, Moon & Raman, 2009, Emery, 2012). Yet in reality some
training courses are still rather traditional and devoted to what Wallace (1998) called the
applied science kind of teacher training, through research based lectures, with insufficient

hands on teaching practice or attention to training teachers to train themselves.

For some countries teachers are obliged to follow certain training courses. In others, it is up to
the teacher to undertake training courses or not. Unfortunately, some countries do not even
consider providing such courses. So, as stressed by Harmer (2007), it is teachers’ responsibility

to improve their theoretical and practical skills to avoid being “stale”.

Wilson (2002) described an example of a successful training course that was set up to improve
the standards of English language teaching in black primary schools in rural areas in South
Africa. The Certificate for Overseas Teachers of English (COTE) is an early in-service training
programme aimed at giving training and support to teachers working in a locally-defined
context. Teachers from five regions in South Africa attended a part-time in-service training.
Then a small group drawn from the teachers attended a 12-week materials development course
in the UK. The materials developed by these teachers were evaluated and modified to be
adopted in the primary classes in South Africa. A total of 120 teachers, at the rate of 40 per
year, attended the in-service training course during the three-year lifetime of the project. The
participating teachers were asked to complete a series of written assignments, the teachers
attended a series of lectures and workshops on different areas of language awareness, learning
and learners, classroom management, materials and resources, syllabus and course design in
the local context, and testing and assessment. The lectures were given by a team made up of
local tutors and two tutors from the UK institution. The regional co-ordinators were

responsible for holding seminars and workshops at local schools, observing the teachers'
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classes, and helping them with their assignments. The COTE assessment procedures require
each teacher to be assessed on their practical teaching abilities and on their understanding of
ELT as expressed through a series of written assignments. The data about the success of the
program were collected by means of analysing teachers’ teaching practice profiles and by
interviews. The teachers interviewed expressed an increased confidence and pleasure in their
work, and a substantial increase in students’ interest and motivation. They also noted one
unexpected effect of the in-service training course, which was a sense of collegiality and
cooperation between teachers and they suggested that this might be a powerful and sustainable
way to spread the benefits of a training course. The researcher reported that series of in-service
training courses was viewed by the participants, the team members, and the project evaluators

as having a positive impact on teachers’ professional development.

On the negative side, however, a study was conducted in Greece, by John & Gravani (2005),
to evaluate a university in-service training program targeted at secondary school teachers and
reveal teachers’ views of it. The participants of the study were 12 university tutors and 22
secondary school teachers. Semi-structured interviews were conducted for two months. The
focus was on two aspects: reaction evaluation and learning evaluation. Regarding their
reaction, the program helped teachers to work together (sense of collegiality and cooperation)
and break out of the shell of isolation and routine. With respect to learning, however, there
was a gap between theory and practice due to lack of teacher involvement in decisions related

to the program.

This illustrates some problems which may be encountered in practice with training courses
(and workshops). They may be given by people who do not know the context, so what they
say is inapplicable. Or they may be given on topics that are too 'theoretical' and teachers cannot
see how to make use of the information. Or they may involve no communication among

participants, though that was clearly not the case in this last instance.

Nevertheless, some recent studies of top-down TPD present a more positive view of it, so long
as its providers are prepared to adapt and modify it in the light of feedback from results and
participants, and indeed include in it encouragement of bottom up TPD activities (cf. end of
2.3.1). Prince and Barrett in Mann and Walsh (2017) talked about an interesting innovative

experience in India where since 2008 both the government and the British council has been
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trying to introduce and implement innovation in in-service language teacher education courses
with the aim of improving teachers’ and teacher educators’ potential, their English language
and English teaching. First, short in-service courses were provided by British council, but then
it was realised that long ones can better lead to change and impact on practices, so two to five
years projects were adopted. There were three main challenges represented by: poor quality of
in-service training courses, lack of non-training CPD offered as part of in-service training
programmes and lack of a mandated framework for CPD that could be adopted to serve
institutional ends. These challenges were all addressed essentially by a modified top-down
approach. First, quality trainers were selected, and teachers and educators had opportunities to
discuss problems and solutions together, and teacher educators were provided with ample
resources to use for training teachers such as training notes, self-study books, portfolios etc.

and these trainers were encouraged to practise any new skills before training teachers on them.

Second, concerning the lack of non-training CPD, the project aimed at raising stakeholders’
awareness (though workshops) of the importance of CPD and its impact on teachers and
teaching and the importance of providing support and resources for teachers during and after
training. To further support teachers and trainers, a handbook on CPD was written for use in
India which can be used over 12 months: it could be used as a guidance and it included different
topics, including bottom up activities, such as learning from others, motivation and raising

awareness.

Regarding the third challenge, teachers need to have a sense of commitment and responsibility
in order for CPD to be effective and they need enough support. Therefore, an Indian-specific
CPD framework was developed which may help enhance teachers’ learning and PD at the

same time.

2.3.6 Online sources

It is undeniable that the world is currently witnessing accelerating developments in
technologies and this has opened the door widely to the emergence of another source for
teachers to improve themselves professionally. There are varieties of online sources, “today

professional development based on electronic technologies increasingly refers to web-based,



40

interactive experiences combining text, video, and sound.” (National Research Council,

2007:16).

There are some advantages of these types of TPD sources. For example, “with new media and
technologies have come new opportunities for teacher learning and development. Interactive
websites provide opportunities for teachers to share their work...... You Tube provides
teacher-made videos of their classrooms, as well as captured videos and presentations.”

(Liberman & Miller, in Martin et al, 2014:17).

Also, “professional development delivered by technology offers some promise for district that
may not have access to other forms of delivery. A study by Fisher, Schumaker, Culbetson, and
Deshler (2010) demonstrated that there was no difference in the results for teachers enrolled
in a virtual workshop and teachers enrolled in actual face-to-face workshop. The researchers
measured teacher satisfaction, teacher knowledge, and student achievement. A follow-up study
showed that computerized programs have the potential for changing teacher behavior but can
also improve student outcomes and student satisfaction.” (Quatroche et al, in Martin et al,

2014:434).

Probably another important feature of online-provided type of TPD is convenience, teachers
do not need to travel long distances, nor they need to pay for child care (if it applies). In this
way it would be cost effective (Holmes, Singer &Macleod, 2010). In this way, it can save all
teachers’ time, money and effort which are really needed for teachers who might be
overwhelmed by teaching and already lack time. I can also add another feature which is timing

as teachers can decide when to watch or start the online PD search/ learning.

An interesting innovative approach was conducted in delivering CPD opportunities to English
teachers in Oman in 2012-2013 online. The project was in collaboration between the British
council and the MoE in Oman. Three online modules were delivered to almost 200 primary
and secondary school teachers. The online project was a novelty in Oman, as it would also be
in Syria. It was intended to provide some extra support for teachers with their CPD in addition
to the face-to-face CPD in the form of workshops or training courses etc. In Oman, most
traditional CPD is directed to novice teachers, so this project presented a good opportunity for
experienced teachers to engage in CPD and it was also a chance for teachers who live in remote

regions in Oman where distance may affect their attendance of face-to-face training (which
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again can be an issue in Syria as we shall see in chapter 3). There were three online modules
which were delivered to almost 200 primary and secondary school teachers. The modules were
in the form of top-down video recorded lectures on language learning and teaching, lesson
planning and use of resources for language teaching, and managing the teaching and learning
process. Means of assessment were short written assignments, including more bottom up
reflective portfolio activities and contributions to forums. The whole experience proved to be
successful and teachers were motivated and excited. It provided new learning opportunities for
teachers. Teachers who benefited from it requested MoE staff to enroll them on any future

online CPD and those who could not attend asked for the same.

All in all, teachers’ engagement in TPD through ICT is widely claimed to improve education,
however as indicated by Tondeur et al (2016:118): “it is not the mere presence of, or access
to, ICT-resources that will transform education. Transformation will be effected through what

teachers do with the technology that is available to them.”
However, there are certain obstacles that may affect online TPD as represented by:

“Knowledge about online technologies and programs; support from administrators; access to
technologies; time, financial support, and parental support; materials; support from higher

education; and teachers’ beliefs and practices” (National Research Council, 2007:16).

2.3.7 Teacher engagement in different types of TPD activity

As we have seen in the account above, some studies exist of the benefits and effects of TPD in
various specific contexts, and of how much teachers liked them. However, each study
generally has focused on one type of TPD activity, e.g. writing lesson reports, or observing
other teachers, or doing action research, and taken place in contexts where either the targeted
activity occurred as a matter of course, or was introduced deliberately by a researcher for the
purpose of a study to measure its effects. There are relatively rare references to teacher
spontaneous engagement in any form of TPD, and they are often impressionistic. An example

is the claim that although there are various benefits that teachers can gain from researching
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their own practice through action research, teachers rarely engage in such research unless

encouraged to do so by a training course, or the like (Borg 2009a).

What is relatively lacking, then, is comprehensive surveys, across the full range of TPD
strategies/activities, of which activities teachers are in the normal course of events actually
engaging in, especially in-service. Yet this is valuable to know if we are to understand the
working of TPD in practice, as the current study aims to do, and potentially make suggestions

for improvement.

Once again, it is hard to find studies of this. A closed questionnaire based survey of this type
was conducted by Garet et al. (2001) to investigate the views of 1027 US teachers of
mathematics and science about what effective PD would be. This also covered what kinds of
TPD activity respondents engaged in. However, that part was limited to activities provided by
the TPD program which the survey was associated with (the Eisenhower Professional
Development Program): within that, 79% of TPD activities engaged in were 'traditional’,
meaning either training courses, workshops or conferences. While the results of this survey
are too distant from my context to be relevant, the study did prompt us to decide that a
questionnaire of this sort was not for us the primary instrument of choice, since it would not
allow teachers to reveal unprompted the forms of TPD they really engage in, unconstrained by

a detailed set of questions following a researcher agenda.

Slightly closer to my interest, in Mexico a needs analysis study was carried out to check the
effectiveness of an educational reform aimed at preparing teachers, the National English
Program in Basic Education (NEPBE), implemented in public schools in Mexico in 2009. The
focus of the study was on teachers’ previous TPD experience as well as their attitudes toward
it. The findings showed that the main TPD experiences of teachers were stand-alone and degree
courses. On the other hand, the majority of the participants were not familiar with other aspects

of TPD such as mentoring, peer observation, attending conferences, or networking.

The most relevant source I found, however, both in terms of method and context, was again
Alibakhshi and Dehvari (2015), who I cited above in 2.2, and also included this dimension.
They identified from interviews just five loose types of TPD which participants were engaged
in, distinguished primarily by the location where it took place (e.g. in the classroom, at

university, at a TPD event in their local city). They found that, of their 20 teachers, all claimed
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to be involved in TPD which they loosely categorised as professional development through
work (in class). On closer examination this turns out to include a mixture of my categories
above, including learning through being required to use computers in teaching, which led to
raised awareness of how they could be used (cf. reflection), and observing and being observed
by peers, and using feedback from students. 70% named formal education, meaning university
BA or MA courses. 60% referred to attending CPD events and workshops organised by the
local education department or the Teaching English and Language Society of Iran conferences,
as participants, and 20% presenting at such CPD events. Finally, 50% mentioned informal self-
studies, which are not further described. While this study is quite brief and uses broad
categories of TPD activity which I will investigate in fuller detail in the context chapter, it

nevertheless is suggestive of what I may find in a context not too dissimilar.

A further issue that arises if we study teacher actual engagement with TPD is why teachers
engage or do not engage with this or that type of TPD. This is also part of my study to
investigate since it seems to have attracted relatively little attention, though is clearly important
to know. Logically, it is a function in part of what is available, which in my context I expect
may turn out to be a crucial factor, though self-reflective TPD is in a sense always available.
Also, it must depend in part on how far teachers are obliged by Ministries and other authorities

to engage in this or that TPD.

However, participation must also depend on teacher attitudes and preferences for different
types of TPD, which I will be including in my study. There were some mentions of these in
studies cited above. For instance, Richards and Ho (1998 cited in Farrell, 2007) reported that
71% of teachers found writing lesson reports useful. However, it is doubtful how far such
information is a valid reflection of teachers' true opinions. Such studies gather opinions in the
context of a study focused on just one type of TPD, and often where that activity was
introduced especially for the study, and was not a normal element in teachers' PD repertoire.
This means that the activity is not really being judged in comparison with the all the other TPD
activities/strategies, and that there likely exists novelty effect, and/or a desire to please the

researcher, which may lead to unduly favourable responses.

A study closer to my concern was the NEPBE study in Mexico cited above, which looked at

teacher attitudes across whatever TPD activities occurred in the context. It found that some
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teachers showed a positive attitude especially towards the impact of PD practices that include
autonomy, reflection and collaboration, which are the opposite features to those found in the

types of TPD they mostly engaged in.

A study of attitudes was conducted by Al-Qahtani (2015) in Saudi Arabia. The study focused
on the following issues; EFL teachers’ attitudes towards TPD, Teachers’ needs for TPD, the
obstacles that EFL teachers may face as far as their TPD is concerned, any differences among
the participants regarding their age, qualification, material status, years of experience, students
level being taught and teachers’ attitudes towards TPD. Forty EFL teachers participated in the
study. The study was descriptive qualitative. Semi-structured interviews and questionnaire
were used for data collection. The findings revealed that teachers viewed TPD as important
and needed, especially after adopting the new English syllabus. TPD was viewed as positively
affecting all of teachers, teaching and students learning and achievement. Also, teachers
expected TPD to; improve their English, add to their knowledge and teaching skills, prepare
them for using the syllabus, classroom management, testing and use of technology in their
classes of English. Concerning the obstacle, teachers talked about different issues: TPD not
being obligatory, timing, transportation, teachers’ needs are not considered. Finally, the study
revealed no significance difference among teachers with respect to their age, experience

teaching level, qualifications, material status and teachers’ attendance of TPD.

In Hong Kong, a study was conducted by Hung (2003), the purpose of the study was exploring
teachers’ beliefs of CPD needs especially after implementing a new curriculum and the change
in their roles that occurs as a result of that. Nine teachers participated in the study. Data were
collected by interviews, document analysis and observations. The findings showed teachers’
positive attitude toward change. However, they complained about their lack of involvement in
the process of decisions making which resulted in considering the CPD program is

inappropriate and activities are not related to their needs.

An innovative project took place in Brazil. Boas in Hayes, 2018 shed light on a TPD project
that took place in a large language teaching institute in Brazil (Casa Thomas Jefferson). The
project aimed at moving away from a top-down traditional CPD towards a more teacher-

centered one. It lasted for twelve years. The project focused on seven innovations; TEFL
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seminar, mentoring, workshops, senior teacher projects, peer mentoring, mini courses and
blogging. Interestingly, teachers’ different needs, interests and personalities were all taken into
consideration. They were also involved in making decisions related to their CPD. Teachers’
feedback was very positive, the project was very useful in the sense that it increased teachers’

motivation, their performance at school as well as their CPD.

In England, a study was conducted by Bums (2005) where he explored teachers’ views on
CPD in a number of rural primary schools. Data were collected by questionnaire and semi-
structured interviews. The findings of his study revealed a gap between what CPD is and
teachers’ views of it. The teachers opted for a personal type of PD that is to address teachers’
own needs and interests rather than one of the school needs. Moreover, they expressed a lack
of control and sense of ownership over their own PD as decisions were made by school

management and other stakeholders without considering teachers’ involvements.

A final important issue impacting on engagement is teachers’ lack of time. As stressed by
Guskey (2009: 230): “Professional development advocates have long lamented the lack of time
teachers and school leaders have to engage in high-quality professional learning experiences.
Obviously, educators need time to deepen their understanding, analyse students’ work, and

develop new approaches to instruction.”

2.4 Differences between novice and experienced teachers with respect to TPD

An important dimension of understanding TPD in a particular context is appreciating
differences that may arise because of teachers’ individual differences (IDs). Hence it is part of
the agenda of my study to explore how such teacher IDs may impact on what they think TPD
is, what TPD they engage in, what TPD they would like, and so on.

One ID which has received particular attention in the TPD literature is the difference between
a novice teacher and an experienced teacher. The experienced teacher is usually characterized
as being a professional, with autonomy and independence; she/he does not depend on others
to enhance his/her TPD. Cosh for example suggested that the experienced teacher is

(1999:121), “the initiator of his/her own development”. By contrast, novice teachers are seen
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to need TPD especially of the type supplied to them by others which is seen as especially
important for them: they are argued to need continuous supervision and feedback, otherwise
they may be less effective and become frustrated (Dehvari, 2015). Moreover, “in certain
circumstance veteran teachers have higher uptake of more “traditional” practices, whereas,
novice teachers might be more adept at reform-oriented professional development. It might
also be that novice teachers are more open and flexible about new approaches, whereas veteran
teachers are less likely to change easily because they have ingrained, established practices.”
(Desimone Stuckey in Martin et al, 2014: 470). Tsui (2003: 245) further suggests that there
exists a wide range of differences between novice and experienced teachers. Some of these
directly indicate TPD differences, like the first in the following list, which suggests
experienced teachers are more reflective. So, also the seventh suggests that experienced
teachers are more likely to engage in action research. Others, like most in the following list,
simply propose that experienced teachers are better teachers than novices, in that they have
better knowledge, understand the students better, teach better, etc. However, even this has
implications for TPD. If more experienced teachers are better teachers than novices, how did

they learn to be better teachers if not through engaging in some form of TPD?

% Experienced teachers have: greater awareness of the learning context in which they
teach.

« A deeper and more elaborate knowledge base.

¢ Ability to make use of background and current knowledge to serve his ends.

% Ability to make sound initiative judgments and informed decisions based on past

experience.

« Possessing knowledge derived from the classroom and are familiar with typical
students’ behaviours.

«» Use their knowledge to make predictions about what might happen in the classroom.

« Readiness to investigate and solve a wide range of teaching problems.
¢ A deeper understanding of students and students’ learning, needs and interests.
% Better understanding and skillful use of language learning strategies.

« Greater fluidity and independence as far as teaching is concerned.
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However, there is insufficient real evidence on this point. After all, it may be that some
experienced teachers believe they 'know it all' and do not need further TPD of any sort. This
idea was indeed cleverly put by Bolton (2010:8), referring specifically to TPD in the form of
reflection: “reflection makes the difference between twenty years of experience and one year
of experience repeated twenty times.” That is, an inexperienced teacher who reflects a lot may
be more engaged in TPD, and so probably a better teacher, than an experienced teacher who
does not. Consequently, the present study will aim to find out whether the suggested TPD
differences between the novice and experienced teachers are true in the Syrian context or not,
for instance whether experience makes a difference to how much a teacher engages in

reflection or other types of TPD.

2.5 Teachers’ beliefs about their professional development

2.5.1 Teacher beliefs

Besides what TPD teachers report engaging in, my study is centrally concerned with what
teachers (and in some cases other stakeholders) believe TPD to be, their attitudes to different
types of TPD, and what they think its effects are. Hence it falls in the area of research on

teacher cognition (Borg, 2006) or teacher beliefs.

Beliefs are defined most generally as “psychologically held understandings, premises, or
propositions about the world that are felt to be true” (Richardson, 1996:103). This definition

is broad enough that what are often called attitudes fall within the scope of beliefs.

For Richardson (1994a: 91) a belief is also "an individual's understandings of the world and
the way it works or should work, may be consciously or subconsciously held, and guide one's
actions". In the world of teaching this means that beliefs may affect practices. Similarly, Borg
(2001: 186) defined a belief as: “a proposition which may be consciously or unconsciously
held, is evaluative in that it is accepted as true by the individual, and is therefore imbued with

emotive commitment; further, it serves as a guide to thought and behaviour”. Others see beliefs
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as unobservable (S. Borg, 2003) and subconscious (Donaghue, 2003), and as able to be elicited
or inferred (Pajares, 1992, Kagan, 1990).

Teachers’ beliefs therefore represent the mental and the hidden side of the teacher. When
talking about teacher beliefs or cognition, the main focus is on teacher’s “mental lives”, or

what Freeman (2002) describes as the “hidden side” of teaching.

For the purposes of my study I need to draw a distinction between teacher beliefs about
teaching and teacher beliefs about TPD. The former have been a considerable subject of
discussion and research, but the latter, my concern, rather less so. The former type of belief is
exemplified by definitions of beliefs such as “unconsciously held assumptions about students,
teaching and learning, classrooms, and academic material to be taught,” (Kagan, 1992:65).
However, as stressed by Al-Lamki (2009:57): “Teachers may hold personal attitudes and
beliefs about all possible aspects of their professional practices, from the subject matter to
teaching methods, from what constitutes a good teacher to what constitutes a good student.”

That therefore includes beliefs held about TPD as well as directly about teaching.

As Richardson (1996:29) put it “what teachers do is a reflection of what they know and
believe.” In other words, teachers’ knowledge and teachers’ beliefs provide the underlying
framework or schema which guides most of the teachers’ classroom actions. Exactly the same
can be claimed for teacher beliefs about TPD with respect to the TPD actions they perform.
Furthermore, just as a teacher's classroom actions may be influenced not only by how they
believe should teach, but also by what the prescribed textbook, syllabus or exams require them
to do, so also the TPD that teachers actually engage in may be influenced not only by their
beliefs about what TPD is most suitable, but also what courses etc. the Ministry requires them
to do. Contextual factors, as indicated by Kagan (1992), may interact with teachers’ cognitions
in two ways: they may either lead to changes in their cognitions and attitudes or they may lead
them to change their practices directly without changing the cognitions underlying them. That
is true of a teacher who still believes in communicative tasks even though the required textbook
has none; it is equally true of the teacher who believes in self-observation as the most effective

for his TPD, even though he is required to attend a training course.
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Furthermore, I must suppose that beliefs about TPD are not just in certain ways parallel to
beliefs about teaching, but also directly influence them. If beliefs affect practices, I must

suppose a potential sequence of effects of the type:
Beliefs about TPD > TPD practices > Beliefs about teaching > Teaching practices

In other words, teacher beliefs about what TPD is, and which types are effective, which they
prefer etc. may affect what TPD they engage in (within the constraints of what is available or
imposed, see 2.3.7). The TPD they engage in then potentially affects, amongst other things,
their beliefs about teaching (and language learning etc.) which in turn impact on their teaching
practices in using teaching materials, conducting actual classes, evaluating student work, and
so forth. It is debatable perhaps whether the TPD they engage in only affects beliefs about
teaching and does not also directly affect teaching practices. However, from this standpoint,
TPD may be seen as not just hopefully yielding teacher learning, but yielding change in teacher
beliefs about teaching. I can therefore agree with both Tsui (2003) and Farrell (2007) who
share the view that teachers’ beliefs (about TPD as well as teaching) are considered as a major

source of teachers’ effectiveness, which will undoubtedly influence their pedagogical practice.

Interestingly, in the realm of research on teacher beliefs about teaching, many researchers
identified five main characteristics as the ones that have an effect on teachers’ beliefs and
attitudes (Barron-Cohen, 2003; Calderhead, 1996; Fang, 1996; Hollingsworth, 1989;
McGillicuddy-De Lisi & De Lisi, 2001; Nespor, 1987; Richardson, 1994, 1996). These
characteristics are: years of teaching experience, age, grade level, gender, and educational
qualification. It is perhaps surprising given what I have just argued that this list does not
explicitly include the kind and amount of TPD (or training) that the teacher has had. I must

suppose that this factor is subsumed under teaching experience or educational qualification.
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2.5.2 The importance of studying teachers' beliefs about TPD

Research in this area pays less attention to teacher beliefs and practices with respect to TPD
than that with respect to teaching, I can nevertheless find some often oblique references to it,
for instance, it is argued (Knezedivc, 2001) that awareness of beliefs and practices (with
respect to teaching) is a crucial step: teachers cannot develop and improve their teaching skills

unless they are fully aware of who they are and what they do.

Furthermore, Lin (2013: 72) stressed that: “there is a complex relationship among teachers’
attitudes, beliefs and professional knowledge.” According to Richard et al. (2001:41), there
are three main issues related to teachers’ beliefs and professional development as represented

by the following:

» Teachers' beliefs play a central role in the process of teacher development.
» Changes in teachers' practices are the result of change in teachers' beliefs.
» The notion of teacher change is a multidimensional and is triggered both by personal

factors as well as by the professional contexts in which teachers’ work.

Though not entirely explicit, these points imply again that TPD must be at work to change the

teacher beliefs (about teaching), which in turn affect teachers' practices (in the classroom).

At the other extreme from studies of beliefs about teaching, some of which have implications
for TPD, I have studies of beliefs about TPD, which surely have implications for teaching.
Those few that are relevant to us have already been considered in 2.2.2 (beliefs about the nature
of TPD), and 2.3.6 (attitudes to TPD /preferred types). Though it is beyond the scope of the
current study, clearly at some time I need studies that trace the effects all the way through from

beliefs about TPD to what occurs in the classroom.

I conclude this review of beliefs with the suggestion that insufficient attention has been paid
to teacher beliefs about TPD in a range of areas I will address: teacher beliefs about the nature
of TPD, teacher attitudes to TPD, and teacher beliefs about what effects TPD has, on beliefs
about teaching or anything else. Especially the last is crucial in the chain which I have
suggested may exist from beliefs about TPD down to what actually occurs in the classroom.

My study will consider beliefs about TPD in one specific context (country and school level),
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mindful of Borg (2006: 275) who emphasized the importance of the teaching setting on
teachers’ beliefs and practices related to their professional development, where he pointed out
that “The social, institutional, instructional and physical settings in which teachers’ work have

a major impact on their cognitions and practices.”

Some studies highlighted the importance of considering teachers’ beliefs to ensure the success
of any reform/ TPD programs. A study was conducted in Libya by Orafi & Borg (2009), which
investigated teachers’ beliefs and practices regarding the new English curriculum. The findings
showed a mismatch between the principles of the curriculum and that of teachers’ practices.
Ignoring teachers’ beliefs resulted in teachers’ practices that are mainly influenced by their

own beliefs of themselves, their students and the context where they teach.

In England, a study was conducted by Bums (2005) where he explored teachers’ views on
CPD in a number of rural primary schools. Data were collected by questionnaire and semi-
structured interviews. The findings of his study revealed a gap between what CPD is and
teachers’ views of it. The teachers opted for a personal type of PD that is to address teachers’
own needs and interests rather than one of the school needs. Moreover, they expressed a lack
of control and sense of ownership over their own PD as decisions were made by school

management and other stakeholders without considering teachers’ involvements.

2.6 The perspectives of other stakeholders than teachers

As reflected in the above sections, this study is primarily concerned with the teacher
perspective on TPD. Nevertheless, as indicated in chapter 1, I also to a lesser extent focus on
the other stakeholders in any TPD. These typically include figures with some sort of
managerial responsibility for it, such as head teachers or ministries or provincial educational
authorities, and often those, quite legitimately, do not see the key purposes and issues of TPD
in the same way that teachers do. I therefore review here two common themes voiced in the
literature which are ones that managers rather than teachers would typically be concerned with:
TPD as a means to implement educational policy, and the evaluation of TPD in terms of

impact.
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First, then, the goals of educational managers may be based on factors way beyond those that
seem obvious to teachers. They may involve national, political, and economic aspects as well
as purely educational ones. This is exemplified by the Taiwanese government education
policy, which sees English "as one of the most important tools for establishing Taiwan as the
Asian-Pacific center for transportation management, technology, and humanities” (Lo,
2006:25). This then shows itself in the Ministry of Education implementing a whole range of
initiatives including starting the teaching of English in school at an earlier grade, introducing
different textbooks at secondary school, and encouraging universities to require that students,
regardless of their majors, have to pass the international TOEIC test at a certain level in order
to graduate. In such a scenario, TPD is often just one part of the policy or strategy, and is often
seen by the authorities as the means to make sure that English gets taught in what they see as
being the most effective way to achieve the ultimate language goals: e.g. in Taiwan, as in Saudi
Arabia (Oyaid, 2009), this involves encouraging use of technology in language teaching. This
all obviously favours a top down approach to TPD, and can, for example lead to it being simply
used by managers as an instrument to make sure all teachers follow the approved methods
rather than to foster teacher self-development. Consequently, their views on the definition of
TPD, what its typical activities are, what constitutes desirable or effective TPD etc. all might

differ very much from those of teachers.

It should be noted, however, that managers who treat CPD in an extreme top down way are
unlikely to achieve educational changes that last, i.e. that are sustainable. As indicated in 2.3,
a balance between top down and bottom up CPD, including communities of practice (Hoban,
2002) is needed so that teachers themselves are involved actively in taking on board an
innovation. Furthermore, some kind of interaction or even partnership between teachers,
academics, trainers, and managers, which Kennedy (2005:246) calls 'communities of enquiry’,

could be needed to ensure true sustainability.

Another concern of managers is with evaluation of CPD in general and its impact in particular.
Researchers also want to measure effectiveness or impact but, the desired impact might be
seen as something different by managers concerned with government policies, compared with
TEFL researchers. Evaluation of impact is a useful technique as it helps in changing and

improving practices and eventually informs future plans for CPD (Kelley, 2006 & Muijs and
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Lindsay, 2008). As stressed by Muijs and Lindsay (2008:209): “without these evaluative
approaches, gauging the relative effectiveness of different forms of CPD will remain elusive
and, by implication investing in forms of CPD that have little or no impact on the teacher and
learner will remain a real possibility.” The word investing here draws attention to the financial

aspect which managers often stress: they usually want the most effective learning outcomes

for the least expenditure (Muijs and Lindsay, 2008; Goodal et al, 2005).

A great deal is written about how best to evaluate TPD, much of it similar to what is written
in the general program evaluation literature (e.g. Weir and Roberts, 1994). As mentioned in
chapter 1, this study is not claimed to be a TPD evaluation, but rather an exploration of
teachers' experiences of, and beliefs about, and attitudes to, TPD in their context. Furthermore,
formal evaluation is often done in relation to particular TPD innovations, projects or programs

introduced at some particular time.

In addition, a good practice is to consider the intended impact before a CPD program takes
place and to be part of the planning for it (Kelley, 2006). For Harris et al (2009: 91) it is
important that: “any evaluation of CPD needs to take careful account of the important
relationship between purposes and outcomes in order for the evaluation to be meaningful.” For
the process of evaluation to be most useful, two issues should be considered; data should be
collected from different participants including teachers and other stakeholders (Smith, 2002)
and they should be given the feedback on the evaluation process. Harris et al (2006: 92)
“evaluation of CPD will usually want to serve two main purposes: summative evaluation (does
the program improve outcome?) and formative assessment (how can the program be

improved?)”.

One of the main problems of impact evaluation is that it takes place at one time and it does not
really take into account how useful the PD activity was as far as teachers, students or schools
are concerned. Often, evaluation of impact depends on participants completing a satisfaction
questionnaire and, as indicated by Goodall et all (2005), it is common and easy to collect, “in
many ways it is also least informative as participants’ reaction to CPD tend to be
impressionistic and highly subjective.” In addition, Goodall et al (2005:28) criticized it as: “in
practice, most evaluative strategies used to gauge the impact of CPD are frequently low level

and do not take into account the different purposes, outcomes and levels of impact associated
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with various forms of CPD.” Though evaluation of impact is crucial: “unfortunately, as is so
often the case in education, systematic evaluations of professional development programs are
rarely undertaken.” (Clare, 1976:1). Similarly, Muijs and Lindsay (2008: 196) stated that:
“while the importance of CPD is widely acknowledged by the professions, evaluation of the

impact of CPD is rarely undertaken in a systematic and focused manner.”

Guskey (2000) highlighted three points of weakness in evaluation of programs. The first is
giving a general summary of the main activities rather than how effective and useful they were.
The second is a focus on participants’ satisfaction with the program rather than what they
learned from it and how it was useful to them and their students and they are often one-off

events while in fact it should take place concurrently with TPD activities.

Interestingly, Guskey (2000) talked about five ways for evaluating the impact of CPD and
these are represented by participants’ reactions which is usually achieved by completing a
questionnaire of participants’ satisfaction, participants’ learning from CPD, organisational

support and change, participants’ use of new knowledge and skills and students’ outcome.

As may be seen, the present study avoids some of the strictures above by not relying on

questionnaires, and by gathering data from other stakeholders as well as teachers.

2.7 Chapter conclusion

In this literature review I have attempted to shed light on some key themes in the study of TPD.
In the process, I provide support for my choice of research questions and pave the way for the

following chapters by giving the reader a clear idea of the main features of TPD.

Necessarily, the account has focused on various kinds of TPD of the top-down, externally
provided, type, esp. courses of various sorts. It has not been able to throw much light on the
occurrence of the wide range of other TPD activities that may go on (as described in chapter
two), of the type that involve contact with peers or others who are not trainers/supervisors etc.,
and of the type that is more purely teacher centred (e.g. reflective). Though in principle these
are always available to teachers, since I have not found any studies of the incidence or impact

of these in Syria, I have to rely on my own study to fill this gap in information.
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Chapter Three: Context

3.1 Introduction

The context chapter aims to provide valuable background information which I can use later to
illuminate the different aspects of teachers of English PD as reported in our data. I will provide
as much contextual information as possible which was known to us prior to the interviews
from official sources or personal experience in relation to the factors that may play a pivotal
role in shaping TPD in Syria. Firstly, this chapter will sketch the status and importance of
English language in Syria. Next, it will include some information about the educational system
in Syria, focusing on state secondary schools. After that, I will shed light on the different

resources for TPD in Syria.

3.2 The Importance of English language in Syria

In today’s world, the importance of English cannot be ignored as it is the most common
internationally spoken language. For a variety of reasons, English is a means to find the best
way to a good life and to learn what is useful and interesting. That is why the importance of

English language is no longer in doubt in the Syrian Arab Republic.

Oil was found in Syria in the 1930s which has led to foreign investments. It witnessed
economic development and the growth of the private sector (Othman, 2009). As a result, the
importance of the English language in Syria increased dramatically as many job opportunities

arose which necessitate a good command of English on the part of local workers.

The government realized the importance of English as a means of development and a window
to the world (Othman,2009). Syrians have become more aware of the importance of English
as demonstrated by the increased amount of people who want to learn and improve their
English either personally or by going to private institutes or having private English tuition at
home. Most of them realize that English is a key instrument to face the challenges of modern
life and is an essential requirement for access to a number of different fields such as science,
modern technology, computers, communication and travel. Travelling abroad whether for

business, studying or tourism is almost impossible without a reasonable command of English.
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Moreover, many Syrian students travel abroad to different English speaking countries like
Canada, U.S.A and United Kingdom for study purposes which require advanced English
language skills. Furthermore, English is the international language of diplomacy, business,
banking, medicine, commerce, industry, trade, media, computing, aviation and engineering.
English is undoubtedly the key instrument of globalization and for conducting higher scientific
research and technological studies. In this way, learning English can help Syrians to break out

of their own ethnocentric shells and open a window into the international world.

English is the pre-dominant language of the Internet and it still remains the core language for
most internet users. Most of the information and websites are available in English with the
growth of the internet in the fields of education and E-commerce. This has encouraged the
spread of different types of internet cafes all over Syria and in turn necessitates a good mastery
of the English language. Hence, this has increased Syrians’ awareness that learning English is
the first step towards belonging to the present and having access to the internet with its wealth

of information.

Nowadays, there are many bookshops in Syria where dictionaries, encyclopaedias and
reference books in English are sold. Therefore, access to new knowledge in this medium is
available through the English language. Besides, the English language has become an
important medium of the, TV, satellite, cinema and press. Syria Times is an example of a
newspaper that is issued weekly in Syria and is written in English and it also has an online

website.

In addition, a good command of English is an essential requirement to pass the National Test
of English. This test is set for all Syrian holders of bachelor degrees, higher institute degrees
and university degrees who wish to apply for any of the various government job opportunities.
It is also important for the university test to apply for Masters’ degree at Syrian universities.
“The Ministry of education recently decided that teaching of English must begin in elementary

school.” (Othman, 2009:16).

As a result of the above, English is a means to find good posts and job opportunities, both in
Syria and abroad. In Syria, high quality jobs which are well-paid require a good understanding
and mastery of the English language, for example, working in banks or in the airport or in the

oil sector. Moreover, with a good command of the English language in Syria, the possibility



57

of promotion is even higher. On the other hand, finding a well-paid job opportunity in any of
the Gulf countries is an irresistible temptation for some Syrians especially the young, and that
also requires mastery of good English. Therefore, learning English will not only open the door

for good posts and job opportunities, but will also increase peoples’ standard of living.

3.3 The educational system in Syria

Education in Syria has developed greatly over the last few decades. Since 1960, education has
been considered as a top priority and as a means for ensuring development. The Syrian
government has made a significant investment in the educational sector where a great deal of
effort has been exerted to improve the quality of the educational system taking into
consideration the importance of foreign language teaching and learning. “The main slogan of

education in Syria was education for all.” (Gharib,2009:3)

“One of the most important achievements in the past 40 years was the provision of free primary
and secondary-school level education” (Othman, 2009: 14). Education made compulsory from
grade 1 to grade 9: education is free and compulsory for grades 1-9, then it is free but not
compulsory grades 10-12. Then university after that is not free, though tuition fees are almost
affordable to everyone. In addition, there has been a considerable increase in the number of
schools and universities in different Syrian governorates, (Othman, 2009). Also, considerable
efforts were made to invest in educational training and research as represented by sending
university graduates and in-service teachers abroad to gain knowledge and experience through
taking MAs and PhDs or even for training courses and experiences in English speaking

countries (see further section 3.4).

Furthermore, computer literacy has been made compulsory subjects in state education being
taught for students from grade 7. Arabic is the mother tongue taught from grade 1 and the
medium of instruction. In Syria, “English has been integrated and included in the curricula as
a foreign language which aims to develop the four skills” (Issa, 2011: 11). As of gradel up to
grade 12 English is taught as the first second language whereas students can choose either

French or Russian as their second foreign language.
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The Ministry of Education is responsible for the lower level of education including secondary
schools. The Ministry of Education’s responsibilities consist of outlining the curriculum,
setting the teaching aims and outcomes, providing the teaching materials, and different types
of training for teachers. On the other hand, the Ministry of Higher education is in charge of

higher levels of education including universities and higher institutes.

Recently, in 2014, the MoE has been working on updating and producing a new curriculum
for secondary school level. One of the most important achievements is the production of an
electronic version of the curriculum. This includes electronic versions of the school syllabus
with year by year syllabuses of what is supposed to be taught including the actual text of the
textbooks of every subject which are available online to anyone. It is hoped that such electronic
version of the books will make them more desirable and accessible, especially when
considering students who are fond of computers and the fact that we live in the age of

informatics.

In the public sector another important achievement was the establishment of the Higher
Institute of Languages (HIL) in all of the four Syrian state universities (Gharib,2009). The HIL
offers privately-paid English courses to university students independently of their majors with
the aim of improving their language skills. One of the main aims of the HIL is also to offer
training programmes and courses that are intended to enhance teachers’ skills (Gharib, 2009)

and improve their professional development (see 3.4).

3.3.1 The secondary school level

This covers grades 10-12 where students are aged between 15-17 years old. At the beginning
of the 11" grade, students who study at the general secondary school have to choose to continue
their studies in either the literary or the scientific stream (Gharib, 2009) where in both branches
English is taught as a compulsory course. The final exam of the 12" grade (the baccalaureate)
is set nationally (Issa, 2011). These exams are crucial for the future lives of most Syrian
students, because the result of these exams determines which university, institution, college

and faculty the students will study in (Othman, 2009) depending on their overall marks and
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branch of study (literary or scientific). It is important to highlight that almost the majority of
students aim to study at university level as that is affordable to almost everyone, and there are
many universities ranging from state to private ones spread all over Syria to accommodate the
high demand. Holding a university degree means securing a better kind of job, since for

example almost all civil sectors would prefer BA degree holders as employees.

A great deal of effort has been exerted in Syria not only to improve the quality of the
educational system in general but also to improve foreign language teaching and learning.
Therefore, many private English language institutes were established all over the twelve Syrian
governorates to satisfy the increased demand for English; they cater for all the way from
kindergarten to university level learners of English. These would be attended by students who
also attend regular state school. In fact, the majority of students whether in the scientific or the
literary branch take additional private English tuition, because of its importance at secondary
school level, helps prepare students for the same exams they take in state school, and because
they realize its importance at university almost for all undergraduate studies, English is taught
as a compulsory subject ( Issa, 2011) and for some branches such as medicine, pharmacy,
science they study subject specialist vocabulary in English) and in post-university life. Such
English tuitions are usually given at either language institutes or at the house of the teacher of
English where a special teaching room is specified for this purpose (a room that well- equipped
with white board, desks and chairs almost similar to school class). This last is the case in the

countryside as well as town.

At state secondary school level, students usually receive about 4 sessions of English every
week where each session lasts for about 45 minutes and the majority of secondary schools are

provided with the internet and relevant hardware.

3.3.2 The English course book and teaching at secondary level

The course book is English for starters by Liz Kilbey printed by York press, specifically for
use in Syria and is entirely in English. This is required by the Ministry to be used everywhere.
The course book is considered as the main source of knowledge (Gharib, 2009). This series is

introduced into education from an early stage, year one English for starters 1 up to year twelve
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English for starters 12. At the secondary level, this series includes a Teachers’ Book, a
Student’s Book, and listening material on cassette, an Activity Book and Supplementary Book
(for eleventh and twelfth grade only). It is a comprehensive language course. “English for
starters provides a wide range of regional and topic based content and the latest in
methodology, designed to appeal to the educational needs and interests of Syrian students at
this level” (Kilbey, 2011:10). There is a great focus on grammar and vocabulary and the four
language skills: listening, speaking, reading and writing. The the nonlinguistic topics of
reading texts etc. are universal and local. It encourages both learner-learner and learner-teacher

interaction.

Students’ book: it is divided into different modules where each focuses on certain non-
linguistic topic or theme and each module contains different units, each unit seems to have a
specific focus on certain language topics announced at the start for each of the four skills plus

grammar and vocabulary.

Activity Book: this is often mainly related to the students’ book, develops topics and language
skills. It contains activities such as reading passage, language practice and writing tasks. It is

often used in class but sometimes teachers set a homework for students to do.

Supplementary Book: this includes some extra materials for students differentiated according
to their branch of study. For example, it includes pure literary materials for students in the
literary stream and pure scientific materials for those in the scientific one (not available at 10"

grade where all students study the same syllabus and textbooks.)

Teachers’ Book: the teachers’ book plays an important role for teachers as guidance. It helps
them to successfully prepare and plan for their lessons. It includes guidance on the following
matters: review units, complete transcripts of listening material, full answer keys for student
and activity books; timing for each stage of the lesson; techniques of using the board,
classroom management, giving instructions, presenting and practising new language, listening
to students during their pair or group work and making notes; and an assessment guide that

provides examples of suitable tests and advice for teachers to prepare their own tests.
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3.4 Resources for teacher professional development in Syria

It is worth mentioning the fact that “The literature about TPD in Syria is very scant”
(Dayoub & Bashiruddin, 2012:593). Although there is a limited volume of policy documents

and materials, I will shed light on these when possible.

I now review the known formal training programmes and official resources that are available
to Syrian secondary level English teachers together with those known to me based on my own
prior experience, surfing the internet for official information, and previous casual contact with
teachers of English in Syria. In developing countries such as Syria there are different models
of TPD which are not systematic. (Dayoub & Bashiruddin,2012). For instance, a study was
carried out by Dayoub & Bashiruddin (2012) to investigate EFL secondary school teachers’
PD in developing countries. For this purpose, one case study was taken from Syria and the
other one from Pakistan. The study revealed interesting findings; teachers mainly adopted self-
directed (teacher-centred) TPD. In-service education enhanced their PD as represented by
workshops and training courses. The school and home represent enabling and supporting

context for teachers to develop professionally speaking.
Other forms of TPD may emerge from the data that I gather later.

» Bachelor Degree in English
This is a pre-service resource. In order to teach at the secondary school level, a teacher of
English should have a BA in English “In Syria the Ministry of Education passed a
governmental verdict in 1999 in which all teacher education was put under the supervision of

public universities.” (Dayoub& Bashiruddin, 2012:590).

In Syria, this course lasts for four years with eight academic semesters. It takes place at the
department of English language and literature in the faculty of Arts and Humanities at the
university, (there are about 24 universities in Syria). During this degree program, students
study different types of subjects such as: comprehension and composition, translation, drama,
prose, novel, short stories, poetry, literary criticism, comparative literature, American
literature, grammar and linguistics, basics of researching, teaching methods and foreign

language. All these subjects are compulsory except foreign language where they can study
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either French or German. The degree program does not really equip teachers fully in terms of
either PRESET teacher training or preparation for continuing professional development later.
“Unlike in developed countries where teachers go through pre-service, induction and in-
service opportunities, teachers in the developing countries enter the profession without any
training.” (Dayoub& Bashiruddin, 2012:605). The main focus is on improving students’ own
English language, literature and linguistics: there is almost no focus on teaching practice/
micro teaching. The most relevant subject is teaching methods, but sadly students only study
this subject during their fourth and last year, for two terms almost two hours weekly. The
importance of this subject comes from the fact that it consists of two parts: a theoretical part
where students learn about teachers and their characteristics, students and their different needs
and the best ways of dealing with them, teaching theories/ strategies etc. Concerning the
practical part, students have the choice of either going to schools and apply what is learnt there
and then talk about their experience in front of their colleagues, or write something like an
assignment and make a presentation in front of colleagues. In both cases students receive
comments and feedback from colleagues and the university academic lecturer. In some other
subjects there are also practical sessions where students are asked to choose a topic related to
the subject they study (linguistics, literature), do some research via reading books or surfing
the internet and make a presentation in front of their colleagues using modern technology if
possible (projectors, power point slides... etc). This can enhance students’ researching skills,
their self-confidence in speaking to an audience and computer and technological skills, so

arguably has some small training benefit for a future teacher.

In fact, most of EFL teachers in Syria start teaching just after graduation without following

any form of teacher education (Gharib,2009)

» Courses in the Higher Institutes of Languages: the MA TEFL

There are four of these institutes based in the cities of Damascus, Aleppo, Lattakia, and
Homs. Recently, a ministerial decision was issued to initiate the fifth HIL in the city of Deir-
Ezzor (the context of this study), but unfortunately the current problems affected putting the
decision into practice. Though the HIL could be useful as far as improving teachers' English

is concerned, and in its provision of teacher training through the Master’s Degree in Teaching
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English as a Foreign Language, the absence of such an institute in the context of the study
makes it difficult for teachers there, considering issues of travel distance, cost and effort as
well as lack of time.

One function of such institutes is to offer language courses and tests:

- The national tests of languages (English/ French). These tests are designed for
graduates of Syrian universities and institutes and are a pre-requisite for job
opportunities in the public sector.

- The test for entry to Masters’ Degree. All university graduates wishing to study MA at
any of the Syrian state universities must take this.

- Language courses for Syrian scholarship students wishing to complete their higher
studies abroad.

- Courses in various languages such as Arabic, English, French, German, Russian, Spain

and Italian.

The Master’s Degree in Teaching English as a Foreign Language, however, is the main
programme of interest to us since it aims to professionally train and qualify teachers to teach
English as a Foreign Language. There are certain requirements for applying to this course: to
hold a BA in English with no less than 65% and to pass a certain test. The course, set up in
2008/9, is two years full time and intended to equip teachers of English with theoretical and
practical knowledge that may improve their teaching and themselves professionally. It carries
a pay increase afterwards for teachers who have this. It is delivered in English by specialized
lecturers who are usually holders of PhDs in English. There is no dissertation, but rather a

graduation project.

This master’s degree is considered as a professional qualification rather than a higher study
one due to its qualifying and professional nature. It is optional rather than obligatory for
secondary school English teachers: some student-teachers may like to take it pre-service while
others like to take it in-service. However, in both cases, teachers should not be employed,
because successful completion of the course requires 90% attendance. Unlike the teachers’
diploma in education (see below), teachers have to attend during the working days (not in

evenings or at weekends).
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During the course, students are trained in the use of computers for teaching and learning
purposes. Students are also encouraged to do some research such as looking at other textbooks
or at websites for other ideas of how to teach or materials to use so as to not only depend on
the course books, so the program enhances students’ researching skills. Its components are as
follows. Methods of TEFL, Teaching linguistic skills, Linguistics, Psycho-Socio Linguistics,
English for Specific Purposes, Second Language Acquisition, Applied Linguistics, Teaching

Practice and Observation in Teaching English as a Foreign Language.

Teachers’ Diploma in Education

This diploma is provided by the Syrian MoE to professionally and educationally improve
teachers’ level. It is probably the main form of teacher education for teachers in Syria (Gharib,
2009). It aims at equipping teachers with the necessary skills, and enrich their theoretical,
educational, professional and practical knowledge which may enable them to do their jobs in
the best possible way and which will be positively reflected in students’ achievement level. It
is an optional course for teachers and can be taken either as pre or in service course. The
programme takes place at the Syrian universities, in the Faculty of Education, during the Syrian
weekends (Fridays and Saturdays) so can be taken by teachers who are in work. It lasts for one
year and consists of two academic semesters starting in September and ending in June. As
clearly stated by Dr Shaaban (2010), the Dean of the Faculty of Education in Lattakia, “the
importance of the teachers’ diploma in education qualification comes from the fact of being
the stage that participates in educationally qualifying university graduates from non-
educational faculties (faculties of science or arts and literature) and preparing them for the
profession of teaching”. Thus, this diploma is for all university graduates who wish to work in
the profession of teaching except for graduates from the faculty of education, including
teachers of different subjects at the primary, intermediate and secondary school. The medium
of delivery and textbooks are in Arabic. Incentives offered to teachers include that holders of
this diploma will benefit from the following: 3% salary increase, eligibility to do MA in the
Faculty of Education (which offers this diploma), priority to find job opportunities at private
schools and above all priority to be selected for MoE job opportunities, or as educational
inspectors as well as priority for working in the Gulf countries. Most importantly, holders of

this diploma can later on apply for higher studies that are offered at the Faculty of Education.
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During this course all teachers study the same subjects and course books except one speciality
subject (teaching methods) chosen according to the teachers’ university degree. For example,
teachers of English can study the speciality subject of English and so French for teachers of
French etc. There are twelve subjects studied through this programme, approximately 2 hours
each week. These are: Teaching methods, Educational psychology, General education and
philosophy of education, Comparative education and education in the Arabic world,
Philosophy of growth and adolescence, Measurement and evaluation, Mental health,

Educational computing, Pedagogy of teaching, Educational curriculum, Practical education

Again, though the name of the course suggests a matter of training and preparation for teachers,
it is not a prerequisite for having a post as a teacher. It is considered as in-service rather than
pre-service training (Dayoub& Bashiruddin,2012). It is however available in our context since
a decision was made in 2009 to offer this diploma in the city of Deir-Ezzor to save teacher
time, effort and money travelling elsewhere. Teachers may find it generally useful, however a
component that appears to be missing is raising teachers’ awareness of how to conduct their

own self-development through reflection and other means.

» Visits by educational and subject-specialist supervisors
These supervisors can provide a kind of in-service support for teachers. As stated by Minister
of Education Dr Waz (2014), the aim is support for TPD rather than inspection/evaluation:
“Educational supervision is a comprehensive, cooperative, humane process that aims at
improving education, the teaching process and all of its aspects, enhancing confidence among
all those concerned with the educational process and improving teachers’ skills.” Supervisors
are usually selected by the central MoE depending on certain personal, educational, scientific
characteristics; being experienced teachers of the subject they supervise and well-qualified for
this position. Usually, these supervisors attend special training courses where they will be
introduced to different issues such as, the concept of supervision, supervisors’ roles and
responsibilities, methods of teaching, classroom management, ways of evaluating teachers’
performance, and equipped with educational knowledge and kept updated with the educational
field. They also receive training on informatics and use of technology in education. Supervisors

can attend educational conferences where they can meet experienced and knowledgeable
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people such as PhD holders and lecturers from the faculty of educational and officials from

the MoE. They can then pass the information to teachers.

Concerning teachers’ supervisors, there are some articles, documents and books that are used

as a source of training, which I will briefly present here.

There is a document entitled Information and Communication Technologies in Teacher
Education by Khvilonet et al (2002). This document focuses on the importance of using
information and communication technologies (ICT) in today’s education, moving away from
a teacher-centred to a student-centred approach. Moreover, this document focuses on useful
resources in order to help teacher educators better apply ICTs to teacher education programs.
The document also focuses on conditions that ensure successful integration of technology into

education. It consists of many topics:

-ICTs and teacher education, a shift from teaching to learning.

-The rational and framework for ICTs and teacher education.

- ICTs in teacher education; curriculum planning and development.

-Essential components to support ICTs in teacher development.

- ICTs professional development for teacher educators, organizations and countries.
-Developing the strategic technology plan.

-Managing innovation and change.

-ICT supported teacher education; Images and scenario.

Another training material is an article entitled Educational system in Japan by Khaled Refai

(2008). The article focuses on the following topics:

-Original root of education in Japan and how it developed throughout history
- Changes in the educational system in Japan.

-Aims and levels of education in Japan.

- Educational supervision and its development in Japan.
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-Aspects of modern educational supervision in Japan.
-Things we could make use of from the Japanese experience.

Another source of training material is an article entitled: Teacher professional Development

and Modern Trends by Amal Alsharki (2010). The article shed light on the following topics:

Definition of TPD, TPD as defined by professionals, reasons behind adopting TPD, aims of
TPD, aspects of TPD.

It is worth noting, that these supervisors do not teach they work at local education center
and their job is dedicated to supervise, improve teachers’ teaching, and make their voices
heard. Their role is to be a guide and role model as far as the professional development of
teachers is concerned. One thing they do is to hold educational seminars (on a non-obligatory
basis) in schools with the aim of encouraging exchange of experiences among teachers,
improving teachers’ thinking and management skills, improving the teaching-learning process
through continuously training teachers and equipping them with the needed skills. They also
discuss issues of teaching methods, the syllabus of English, the best way to deliver information
to students as well as students’ satisfaction with it. They also ask teachers for any suggestions
and feedback and write them down for consideration. They hold such meetings termly, after
school time in the evening. They often make unplanned visits to schools, at least in towns,
and observe classes which will make them aware of teachers’ problems, points of strength and
weakness. As stated by Mr AlKurdy (2008) one of the educational supervisors “In all of his
visits to school, the educational supervisor represents the Education Center, he should care for
all educational, teaching and social issues.” Such visits may provide teachers with information
to professionally improve themselves. Supervisors may suggest updated books, resources or
any relevant training or workshops available for teachers. Also, they may suggest taking a
course on computer skills. In this way, they aim to make teachers more confident, enhancing
teachers’ abilities to identify the problems they may face, analyse them, find solutions and
work on their self-professional development. By the end of each term, they have to send a
detailed report to the local education center (which is in direct contact with the MoE) about
the schools and every teacher they are in charge of and a copy of the report will also be sent to

the teacher to sign. Teachers may get a certificate of thanks/ appreciation if he was doing well.
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All in all, supervisors play an undeniable role as far as TPD is concerned, since all their
comments and feedback are for development, on a non-evaluative basis. However, they do not
focus on the teacher as an autonomous agent in his/her own TPD, but represent another top-

down external agency of TPD.

» The Syrian Educational satellite channel
This was first launched by the Ministry of Education on 14 October 2008. It broadcasts
programmes for 14 hours from 10 am till 12 am on a daily basis. Its programmes are produced
in cooperation between the MoE and Ministry of Information. Syrians widely have satellite
dishes and decoder boxes that will receive it, as it is affordable. In general, the channel is
intended for/addresses all Syrians and Arabs whether in Syria or abroad and broadcasts
material for all levels subjects, students, teachers and educationalists, in particular. It
broadcasts different kinds of educational, documentary, cultural, scientific and entertaining
programmes that are designed to be useful and interesting. It also broadcasts programmes
related to the educational curriculum of English with sample lessons of English for secondary

school level which is an opportunity for teachers to watch and improve themselves.

One of the main aims of the channel is enhancing the educational process and promoting
positive changes as far as the methods and concepts of teaching are concerned. Also, it aims
at improving teachers’ skills, competence and professional level as far as the educational field

1s concerned.

The channel also broadcasts educational seminars, introducing teachers to the school curricula
and course books. It often broadcasts live interviews with educationalists and experts such as
the Minister of Education, supervisors...etc where teachers can have direct phone calls with

them to share ideas with them, ask questions, present problems or even suggest changes.

The channel also presents programmes on the most updated technological, technical and
scientific developments. Such educational channels have obvious importance in transmitting
information in general and in teaching and education in particular. In short, this Syrian channel
is designed to enhance the relationship between all teachers and stakeholders in the field of

education. It may increase an awareness of teacher’s pivotal role in society and education,
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introducing new technological developments in the field of education, educational and

informatics technologies.

» Training Workshops for teachers of English
There exist certain training workshops for teachers of English where they are trained by a
foreign expert from United Kingdom, U.S.A or any other experts. From my experience, such
training may last for two days and takes place locally in each city. Supervisors usually select
teachers to attend the training and they themselves attend and supervise it. This kind of training
takes place in cooperation between the MoE and the local education center and supervisors.
They are not assessed, but usually teachers are awarded attendance certificates. Teachers

should attend such workshops once selected.

There are both theoretical and practical aspects of such workshops. In the theoretical part, the
expert may talk about different teaching methods and techniques and/or the use of technology
in teaching, and he/she uses PowerPoint slides, projector, etc. He/she encourages teachers of
English to ask questions and invites them to participate in discussions. By comparison, in the
practical part of the workshop some teachers will typically be asked to prepare and teach a
lesson (micro lesson) which would be a great opportunity for teachers to present “snapshots”
of the way they teach, and an opportunity for other teachers to reflect on the different aspects
of the lesson, giving their feedback and comments on what seems to be successful or
unsuccessful and learn from that. Then, the expert will provide his own comments, suggestions
and feedback. The expert encourages teachers to frequently share ideas and experience and
make class visits to each other. Though this training could be useful for teachers, as they are
specific to the teacher’s needs, my experience in my district, it does not really happen very

often.
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» Training programme for teachers on integrating technology into education (ITE)

Syria is a country that is “currently pursuing the technological track in education” (Albirini,
2006: 374). In 2005, the Syrian Ministry of Education set up its first project for integrating
information and communication technology into the Syrian educational system, realizing its
undeniable role in education and for advancing into the information age. It is a professional
development program providing in-service training courses in the field of technology for all
elementary, intermediate and secondary school teachers aiming to eradicate the danger that is
represented by teachers’ electronic and PC illiteracy. The programme is a step towards
continually updating the professional knowledge, skills, and attitudes of teachers as far as
ICDL (International computer Driving license) is concerned. Following the new Syrian
initiative of introducing technology in education, a study was conducted by Albirini (2006) to
explore EFL teachers’ attitudes toward information and communication technology (ICT) at
secondary school level. The study revealed that teachers have positive attitudes toward ICT
and readiness to apply it as a means of TPD. Of course, Teachers’ attitudes have a pivotal role

as enabling or disabling factors regarding the use of technology (Bullock, 2004).

As indicated by one of the main coordinators of the project: “The project of incorporating
technology into education aims at the professional development of teachers and improving

Syrian teachers’ skills in the use of technology in their classrooms” (Khoder, 2010).

The delivery team of the training project consists of coordinators, trainers and teachers who
work on the project in the different Syrian governorates, including Deir-Ezzor. Usually, the
training lasts for three weeks in the form of workshops that take place in local training and
qualification centers in all of the Syrian governorates (SANA, 2009). The training is offered

to teachers of different subjects; not subject specific.

Teachers are usually trained in the skills of using the internet, designing webpages, asking for
experts’ help, searching Webpages, and in how teachers can communicate with each other and
with students. In addition, teachers learn about initiating email groups, managing them and
employing them to serve the educational process. According to the Syrian national report

(2000), the aim of integrating technology into education is to “keep pace with progress and to
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reach efficient levels of education.” Notably, some of what is covered is directed at supporting
teachers' continuing PD rather than just being concerned with how they can use IT directly in
the classroom. They are for instance trained to initiate their own personal websites and
electronic portfolios that include the innovative and creative things that were achieved as a
proof of his/her developments and improvement on the professional level throughout the time,
such as samples of his/her students work as well as their overall impression about teaching
which can be achieved through thoughtful reflection. Teachers are also trained to initiate
discussion forums which are a means for exchange of ideas and experiences and a means of
communication between all parties that are involved in education including teachers, students
and trainers. They even initiate Facebook groups for teachers as a means of communication

and exchange of ideas and experiences.

According to the main co-ordinator of the project in Syria, Mrs Roumia (2012) “The aim
behind such training courses is to continually train and qualify teachers and increase the
number of trained staff members”. The project encourages collaborative work of teachers,
opens channels of discussion between them, and makes them aware of the updates and changes
of the international education systems as the basis for their CPD. The project also aims at
creating an educational content or data network and connecting the Syrian teachers with a
national and international Arab education network to facilitate exchange of experiences and
ideas. Another feature of the ITE program is that trainers attend classes given by participants
when they are back in school after the ITE course, to give further support. Generally, the
project proved to be successful in equipping teachers with information and communication
skills, as was clearly reflected in their classrooms in use of technology, computer, and internet.
As a result, the project was greatly expanded in 2007-2008 where the project was sponsored

by both the Ministry of Education and the Syria Trust for Development.

Concerning the training materials, usually teacher trainers use some power point slides,
websites, articles and documents as a source of training materials. For example, teacher
trainers usually refer teachers to a website called Discovery Education. It combines
scientifically proven, standards-based digital media and a user community in order to empower
teachers to improve student achievement. Also, it includes free lesson plans written by teachers

for teachers. Teachers can find hundreds of original lesson plans for elementary, middle and
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high school students. They can modify them to create their own. lesson plans show teachers

how to integrate technology into education and they are organized into different steps:
-The main objectives of the lesson

-Materials to be used in class (papers, pencils, markers, worksheets, dictionaries, power point

slides and computers with internet access).

-procedures: explaining to teachers what they should do in class a step by step.
-evaluation of students’ work during the lesson.

- list of new vocabulary to be learnt.

On the other hand, books can also be a source of training materials such as a book entitled
Theory and Practice of online learning by Terry Anderson (2008). The book contains topics

that are of interest to teachers such as:
o Role and function of theory in online education development and delivery
o Foundations of educational theory for online learning
o Infrastructure and support for content development
o Technologies of online learning (E-learning)
o Characteristics of interactive online learning

o Meeting the needs of today’s new generation of online learners with mobile learning

technology
o Design and development of online courses
o The quality dilemma in online education
o Delivery, quality Control, and student support of online courses
o Teaching in an online learning context

o Team skills and accomplishing team projects online
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» International Computer Driving License (ICDL)

This is an in-service obligatory type of training, not subject specific to English, and an
internationally acknowledged certificate. It shows that the certificate holder is well-qualified
in the field of computer skills and information technology. The Syrian Computer Society
(SCS) supports and supervises ICDL in Syria. The training usually requires a two-month
course to successfully complete the course and pass the test. Also, it can be done part time
while working as a teacher. There are many computer training and testing centers spreading
all over the Syrian governorates where there are about 93 testing centers. Learners will be
trained and introduced to the following aspects: basic concepts of information and technology,
using the computer and managing files, Microsoft word and Word-processing, Microsoft Excel
and spread sheets, Microsoft Access and databases, Microsoft PowerPoint and presentation,

information and communication.

It is a course that was available for teachers before the ITE program. However, once the ITE
program was adopted there seemed to be less emphasis on the ICDL. What distinguish the ITE
program from the ICDL one, is that the former involves a greater sense of cooperation and
support for teachers where teachers who follow the program are often supported by trainers
visiting and observing their own classes and offering suggestions and feedback in a friendly,
non-evaluative basis. On the other hand, ICDL training does not entail this feature: it is up to

the teacher to apply what is learnt or not.

3.5 Conclusion

At this point it is worth mentioning the fact that there are other things that are available for
teachers, such as that internet resource covering a number of Middle Eastern countries (World
links Arab Region programme), and other internet resources that are based outside Syria, as
well as things like the Egyptian Educational TV channel. However, I do not have space to
cover them so have limited the account to ones within Syria. I may expect more to be revealed
about the actual use of and effects of these resources in the Results later which may add to or

alter the picture here.
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Provisionally, however, it appears that while quite a wide range of resources/courses are
available within Syria, only the BA in English and the ICDL are obligatory for secondary
English teachers, and apart from the ITE course none of the provision appears to focus much

on training the teacher to pursue his/her own TPD autonomously.

Necessarily, the account has focused on various kinds of TPD of the top-down, externally
provided, type, esp. courses of various sorts. It has not been able to throw much light on the
occurrence of the wide range of other TPD activities that may go on (as described in chapter
two), of the type that involve contact with peers or others who are not trainers/supervisors etc.,
and of the type that is more purely teacher centred (e.g. reflective). Though in principle these
are always available to teachers, since I have not found any studies of the incidence or impact

of these in Syria, I have to rely on my own study to fill this gap in our information.
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Chapter Four: Methodology

4.1. Introduction

The aim of this chapter is to present the research paradigm and methodology used in this
qualitative study. First, I will describe the main characteristics of the chosen paradigm, its
strengths, and justifications for implementing it in the current research. Next, I will describe
the data gathering method with all its advantages, the rationale for using it and its limitations.

The chapter will also present the two phases of the research: the pilot study and the main study.

4.2. Background on the research paradigm and interview methodology

4.2.1 Constructivism and qualitative research

The term paradigm is defined as the philosophical framework that can greatly influence the
researcher's choice of the research methodology (Mackenzie and Knipe, 2006). In the
literature, several different types of research paradigms are commonly recognised, where each
one reflects different beliefs about the nature and purpose of research. In the social sciences,
four types of paradigms may be distinguished: positivist, transformative, pragmatic and
interpretive or constructivist (Mackenzie and Knipe, 2006). The constructivist/interpretative
perspective is the one that is adopted in the current study as it is concerned with understanding
the research topic based on the participants’ own views and the meanings which they give to
situations (Creswell, 2003; Creswell, 2007). It aims at presenting an “emic perspective” rather
than “etic perspective”, meaning that it aims to “interpret phenomena in terms of the meaning
people attach to them” (Mackey and Gass, 2005:136). Participants develop such meanings
through interacting with others in a particular context and in this paradigm researchers try to
understand the context as a way to understand the participants. Likewise, Cohen and Manion
(1994:36) stressed the idea that interpretative approaches to research have the intention of

“understanding the world of human experiences” taking into consideration that “reality is
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socially constructed” (Mertens, 2005:12). This contrasts with a positivist approach where it is
believed that the researcher can access some objective reality that is independent of our

knowledge of it.

In this constructivist paradigm, qualitative rather than quantitative means of collecting the data
are often employed (Creswell, 2003). In qualitative research, data is typically gathered and
interpreted in the form of what participants say or do, rather than as numbers derived from
tests or closed questionnaire responses (quantitative). Qualitative research is indeed often
spoken of as more or less synonymous with the constructivist approach, so it is also said that
it “consists of a set of interpretive material practices that make the world visible.” (Denzin and
Lincoln, 2000: 3). Qualitative research is usually conducted when the researcher needs to
explore a problem in the natural setting and when he needs to study a group of people and hear
their “silenced voices” (Creswell, 2007:40). In my case, I am interested in understanding issues
related to the teacher and teacher development from the inside rather than from the outside,
i.e. where the voices and views of the participants themselves are heard in a natural and
unprompted way, and these form the basis of our understanding. Hence for this research,

constructivist qualitative data gathering is more appropriate than positivist quantitative.

Qualitative research is constantly developing and is currently used in almost all fields of social
science inquiry including applied linguistics (Heigham and Croker, 2009). Qualitative research
conducted within the constructivist/interpretative paradigm, which is the type I am concerned

with, is characterized by the following:

It is descriptive in nature, where the researcher focuses on the meaning that comes from the
participants’ understanding, interpretation, experience and interaction with the phenomena
under investigation rather than on the meaning that the researcher himself bring to the research
and they make an interpretation of what they see, hear and say (Creswell, 2007). Holliday,
(2007:19) stated that “qualitative researchers portray people as constructing the social world
and researchers as themselves constructing the social world through their interpretation of it.”
(Hammersley and Atkinson, 1995:11). Every act of “seeing” or ‘“‘saying” is unavoidably

conditioned by cultural, institutional and interactional contingencies.
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Moreover, it is also explanatory. The focus is on the process rather than the outcomes: it is
concerned with “how” and “why” things take place, not just describing what takes place. For
example, in my study it is based on giving reasons why the beliefs and practices are as they
are, as well as what they are (descriptive). Sherman and Webb (1988) commented on the role
of the qualitative researcher as being interested in understanding the meaning people have
constructed, that is, how they explain their world and the experiences they have in the world.
Also, qualitative research in the constructivist framework encourages the researcher to study
certain subjects, phenomena/ problems and related issues in their real natural settings and their
own world which will in turn result in a natural picture of the issue under investigation

(Rossman and Rallis, 2003).

Furthermore, such research is characterised by its flexibility and exploratory nature. As
stressed by Fan (1995), it enables researchers to elicit beliefs freely on issues under study,

without being bound by a pre-decided agenda of questions.

As stressed by Borg (1998b:34), the use of qualitative methods allows for large amounts of

data to be collected.

In addition, constructivist qualitative research is inductive in the sense that any themes or
categories will emerge from data during the process of data collection and analysis rather than
being designed prior to the research and imposed on data during analysis (Creswell, 2009;

2013).

Farrell and Kun (2007) is an example of a study that uses the qualitative approach (interviews)
to investigate teachers’ beliefs and practices, though it concerns use of English in the classroom
rather than TPD. Borg's (1998b) study is another qualitative one that used interviews and
observation to examine L2 teachers’ beliefs and practices (regarding grammar in Malta).
Holliday (2005) also supports the need for qualitative research in academic and professional
areas. Given the above, a review of the literature on teachers’ beliefs and mainstream
educational research reveals a growing use of qualitative research within the
interpretive/constructivist paradigm. The current study aims to investigate and understand the
participants’ own beliefs, attitudes and practices as far as their professional development is

concerned. It also aims to understand how and why these arise in a particular context,
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provincial Syria. The data needs to include views and meanings given by the participants about
the issue under investigation. Furthermore, investigating the context of the study (ch3) is
pivotal in interpreting teachers’ practices concerning their professional development and will
help the researcher in understanding the data. In short, constructivist qualitative research is, as
described by Holliday (2002:5-6), a means by which “we can explore, catch glimpses,
illuminate and then try to interpret bits of reality...this places less of a burden of proof on
qualitative research, which instead builds gradual pictures.” So, the present study aims to build
“gradual pictures” regarding teachers’ perceptions and practices with respect to their own

professional development

In conclusion, all the above justifications suggest that qualitative research within the
constructivist paradigm is particularly suitable for investigating teachers’ professional
development, their beliefs, attitudes and practices. Consequently, a qualitative method for

collection of the research data was used in this study: the interview.

4.2.2 Choice of Interviews and Skype

The interview is defined as “a conversation between interviewer and respondent with the
purpose of eliciting certain information from the respondent” (Monser and Kalton, 1971:271).
I will depend on interviews as the method of data collection. In order to counteract bias or
distortion of the researcher’s picture of the particular slice of reality, interviews were
conducted with a range of stakeholders, not only teachers. In this study, the interview is chosen

as the main instrument for collecting the research data for the following reasons.

It has a pivotal role in revealing important views and information from the participants
themselves. Participants can have the chance to talk about their own experiences, ideas,
practices and interpretations of the world around them. Robson (1993) further emphasized the
idea that the interview can be informative when the interviewees control the interview issues
and stay focused, which allows for the emergence of participants' views. In addition, interviews

are crucial to make the voices of other stakeholders as well as teachers heard and gain insights
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into their self-perceptions, their past and present experiences and their context to reveal any

relationship between them.

Moreover, where more than one person is interviewed, interviews enable the qualitative
researcher to put on different lenses and view the world as well as human experiences from
different angles “regarding knowledge as generated between people rather than as objectified

and external to them.” (Hyland, 2004: 254).

In addition, interview data gathered in a somewhat unstructured way is characterised by depth
and richness. Using the interview will help in painting a very rich and descriptive picture not
only of the participants, but also of the setting and the major and minor events that happen
there which should give the researcher as well as the readers a sense of entering the
participants’ own world and sharing their experiences. As indicated by Arksey and Knight
(1999:32) qualitative interviews “examine the context of thoughts, feelings and action and can

be a way of exploring relationships between different aspects of a situation.”

Furthermore, I must admit that one reason for choosing interviews was that it was possible to
conduct them at a distance, through Skype, as demanded by the current situation in Syria. That
situation rather ruled out observation and focus groups, both of which have merits, but cannot
be used effectively without the researcher and participants being present in the same place.
The qualitative instruments that could be used at a distance, other than Skype interviews, are
open questionnaires, reflective essays and diaries. Interviews were deemed better than these
alternatives, however. Those three alternatives can, like interviews, all be used in a relatively
unstructured way, posing very general questions, with no suggested answers, and with spaces
where the respondent is asked to add anything else they want to say that was not covered in
the questions. The crucial difference from the interview however is that there is no interaction
with the researcher: they are not a conversation. Hence there is no opportunity to clear up
misunderstandings, ask follow-up questions to clarify an answer or to explore some new idea
that came up, etc. Interviews then allow the researcher to seek information at a deeper level

than these instruments (Cohen et al., 2000).
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Hence that crucial capability made interviews, through Skype, for me the best choice. Using
Skype as a method of data collection can help the researcher “reap the well documented

benefits of traditional face-to-face interviews in qualitative research.” Hanna (2012:239)

There are many advantages in using Skype interviews for research. For example, Deakin and
Wakefield (2014: 604) have argued that ‘online interviews can produce data as reliable and in-
depth as that produced during face-to-face encounters’. In addition, Skype interviews are
characterized by being convenient and flexible especially when considering busy participants
(such as teachers and other stakeholders in my study). Given the current condition in Syria,
Skype interviews provided “an opportunity to talk to otherwise inaccessible participants.”
(Deakin and Wakefield, 2013: 5). So, “a great advantage of using Skype as a qualitative
research tool is that it allows researchers to transcend geographical boundaries.” (Lacona et
al., 2016: 1) with no need “to visit an agreed location for interview.” (Rowley, 2012: 264).
Skype interviews can break the barrier of “time and place” (Burkitt, 2004: 222). In this way,
the participants can choose time and place appropriate for them which can help establish a
sense of rapport and ease with the setting. Hence, the participants are less concerned with time
and may talk for longer (Lacona et al, 2016). Also, with Skype, researchers can conduct
inexpensive interviews (Saumure, 2009). In this way, an online interview using a medium such
as Skype overcomes boundaries of time, place, money which could affect face-toface

interviews (Cater, 2011).

On the other hand, when using Skype as a research tool, researchers need to take technical

issues into consideration in order to ensure the success of interviews (Sullivan, 2012).

Another potential limitation is that, although a Skype allows for oral interaction between the
researcher and the participants which is pivotal during the interview process, there is some
limitation in access to non-verbal cues in the Skype interview. A Skype video call, such as |
used, makes it possible to see participants face-to-face online. During the Skype video
interview non-verbal form of communication including eye contact, facial expressions and
gestures can help in interpreting the data and richness and more revealing than what they say
(Gillham, 2005, Rettie, 2009, Barr,2013). However, usually the whole person is not seen so
there may be some loss of information derivable from a person's overall posture, hand gestures,

general body language and so forth. Nevertheless, it is widely felt that Skype can add a
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considerable sense of authenticity similar to that of face-to-face interviewing (Sullivan, 2012,
Jaghorban et al, 2014). As a research tool, it is agreed that video Skype can offer synchronous
interaction between the researcher and the researched and avoid the complete loss of non-

verbal aspect of the interaction (Evans et al, 2008).

It might also be suggested that Skype is limited simply by the loss of immediacy which comes
from interviewer and interviewee not actually being in the same room. It has been argued,
however, that this is actually an advantage rather than a limitation. “In comparison to face-to-
face interactions, Internet interactions allow individuals to better express aspects of their true
selves- aspects of themselves that express but felt unable to (Ellison, et al., 2006:418).” In this
way, “using a communication program like Skype mimics face-to-face interactions, including
the presentation of self in an authentic way, almost as well as those face-to-face exchanges”

(Sullivan, 2012: 56).

In short, overall “the benefits of using Skype and other communication programs as a method
of data collection, especially in place of face-to-face interviews, definitely outweigh the

drawbacks” (Sullivan, 2012: 59).

4.2.2.1 Types of interviews

In terms of structure, there are three main types of interview ranging from structured interviews
to semi-structured interviews to unstructured interviews. First, I will highlight why structured
and unstructured interviews were not used in this study. Structured interviews are characterised
by being the most formal type of interview. In this interview “the agenda is totally
predetermined” by the researcher (Nunan, 1992: 149). It looks like a questionnaire where the
interviewee has to strictly follow the order of questions and provide the answers. So, this sort
of interview is not suitable if you have the constructivist approach. By, contrast the
unstructured interview is characterized by being unpredictable where the focus is not on any
specific interview questions, but on the topic in general and the interviewee responses are the
ones that will affect the direction of the interview. Hence this particularly fits extreme

constructivism/interpretativism. If an unstructured interview was used, some deviation from
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the interview issue will be almost certain. Bell (2010) even stressed the idea that in
unstructured interviews the researcher does not follow a checklist. Furthermore, many
researchers such as Borg (2006) and Kagan (1992) warned against the unstructured type of
interview because it does not allow the researcher to gain much access to details of the
phenomena under investigation; such an interview will give full rein for participants to talk
about issues of their own interest, with almost no guide. In this study, I therefore used a semi-

structured type of interview which is characterized by the following.

The semi-structured type of interview was used in order to keep the main issues of the
interview in focus and follow the main ideas of the interview schedule. In the case of semi-
structured interviews, the researcher has an idea about the direction of the interview and he/she
has a schedule of questions but he/she may expand on those or deviate depending on the
interviewees’ willingness to give answers and depending on the importance of the elicited
information as far as the research is concerned. Thus, flexibility is one of the main features of
this type of interview in the sense that the interviewer has the freedom to change the order of
questions and ask follow-up questions to obtain potentially important or interesting ideas as
far as the research questions are concerned. In this way, semi-structured rather than structured
interviews are the most suitable ones to serve the aims of the research and to have access to
participants’ ideas and practices, to “allow for richer interactions and more personalized

responses” (McDonough and McDonough 1997:184).

Borg (2006) highlighted that the semi-structured interview is the most common type used for
collecting information in the field of teacher cognition research. Mangubhai et al. (2004)
clearly stated that this type of interview gives teachers both the opportunities and time to
express their idea without the need of following a strict schedule of questions. In addition, the
semi-structured type of interview gives priority to the interviewees to speak rather than
focusing only on interviewer’s ideas (p.249 cited in Borg, 2006:204). For example, Gahin and
Myhill (2001) explored Egyptian teachers’ beliefs about language learning and teachers’ roles
through using the semi-structured interview as it provided an important source of information
about beliefs, many other studies used semi-structured interview such as John & Gravani
(2005), Teng (2016) (please see chapter two, section 2.3). As emphasized by Richards (2003),

the semi-structured type of interview will give the researcher the chance to elicit information
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on other broader issues and topics and motivate the participants to express their ideas, beliefs

and practices freely and smoothly.

4.2.2.2 Limitations of the interview and how they were addressed

Like all other instruments, the interview, regardless of whether it is conducted face to face or
via Skype, has its limitations as well as strengths, which any researcher should be aware of
before and while conducting the interviews. As stressed by Finlay (2008: 15) “practitioners
need to be critical and reflexive about the tool they are being given and not use it blindly”. I,
however did take certain steps in order to find solutions to the limitations of interviews as

follows.

First and foremost is bias, as stressed by Bell (2010). The influence that the researcher herself
may have on the interview due to inequality of status is one source of bias. During the
interview, it is believed that the researcher may sometimes enjoy a stronger position than the
interviewee which may affect the direction and the outcomes of the interview. This is what
Nunan (1993) warned against as the “asymmetrical relationship”. In my study, there was
perhaps a difference of social status with respect to some of the teachers who had been my
students; as a teacher assistant at the university, I had been teaching them different subject
while doing their BA in English. However, this was not the case with interviewing some of the
other stakeholders, who held superior positions as trainers or in the Ministry, where I might
seem subordinate. Also in most interviews I have had to rely on a good deal of goodwill and
persuasion to get the person to agree to be interviewed, so that also puts the interviewee in a
superior position. In order to try to avoid effects of this sort of bias I conducted a semi-
structured type of interview giving the participants the chance to talk about their ideas guided

by the topic freely and in a relaxing atmosphere.

The second important issue that I should watch for is what Wilson and Sapsford (2006)
described as “the procedural activity” which is the influence that the context may have on the
interview and may affect the interviewees’ answers and as a result can be another source of

bias. This could be related to the place where the interview is conducted (distractions,
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interruptions or even being overwhelmed by other issues to complete after the interview or
tiredness). In my study, it was preferred to conduct the interview not at work place, but most

of the time at home so nothing may affect the flow of the interview.

Also, many researchers warned against bias that may be introduced during or after the
interview, because the researcher may be selective and subjective in terms of data recording
and data interpretation as he may be only interested in views and answers that may serve the
aim of his research, ignoring other important or related issues that the participants may talk
about or refer to (Hall and Rist (1999) cited in Mackey and Gass, 2005). This in fact is a risk
with all qualitative instruments, not just interviews. However, my experience in conducting
the interview with several interviewees during the pilot study should have reduced the
likelihood of bias through my exposure to the range of points that interviewees might make,
and practice in the skill of interviewing (Bell, 2005). Moreover, I also consulted my supervisor
and another colleague to have a look at samples of interview transcription and check if there

is any subjectivity.

Another important issue is the danger of forgetting certain parts of the interview or memory
loss. To avoid this danger, the data was audio-recorded and saved to avoid any loss of data by

the passage of time.

In addition, there is always some risk that interviewees do not remember accurately everything
relevant to the issues at hand. I was necessarily asking them to generally retrospect about their
TPD experiences and there is always a chance that they either forgot about some relevant TPD
that they had engaged in or some relevant details. I attempted to combat this with a list of

prompts for types of TPD that they did not spontaneously mention.

Also, the interviewees may be interested in pleasing the interviewer rather than revealing facts
or giving true answers. They may tend to pick up certain cues from the researcher as to what
she wants to hear and as a result provide distorted answers that do not represent reality and so
affect the data collected. I greatly benefited from the pilot study and tried to not give too many
cues to interviewees and did my best to ask follow-up questions and show a neutral kind of

feeling toward their replies.
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In contrast with questionnaires, interviews cannot be conducted with a large number of
respondents and they are really time-consuming. However, 1 attempted to set a rigorous
schedule for interviews and their analysis to enable as many as possible to be conducted and

analysed.

Due to the unstable conditions in Syria, the interviews had to be conducted remotely. However,
while ordinary telephone interviews lose non-verbal aspects such as facial gestures, I used
Skype video. The recording made was however only of the audio channel, so I tried at the time

of the interview to write some notes of any relevant visual reactions.

Another important issue is the language used. Since using the English language (1.2) may cause
embarrassment and reluctance or even difficulty to answer the questions or even to participate
in the study, to avoid this problem the questions were all asked in Syrian Arabic (L1). The
responses were all in Arabic, however at sometimes the respondents may use some expressions

or sentences in English.

Finally, using a semi-structured type of interview can lead to falling into the trap of conducting
a structured type of interview as will be the case with participants who prefer giving short
answers or who are unwilling to give full answers, but rather ones as described by Nunan
(1986:33) “yes, no, I don’t know, I am not sure”. In order to avoid falling into structured type
of interview, I prepared some prompts that were used to encourage and motivate informants

who are unwilling to give full answers.

4.3 The pilot Study

The pilot study took place between August 2013 and September 2013.

4.3.1 Purpose of the Pilot

Conducting a pilot study is usually of invaluable importance as far as the main study is
concerned and of course “piloting and planning will help establish an interview guide” (Mann.

2016: 138). There are many well-known advantages. It is a chance for me to see if m questions



86

are clear enough for the respondents, considering all their wordings. The pilot study helps
establish matters of procedure like how long to allow for the interview, when to have it and
where/how to hold it and check the recording works. In this study, this was especially
important as I was contacting them at home, in free time, via Skype. Also, the Pilot allows me
to have hands on practice using the instrument that I prepared for collecting the data, which
can draw attention to any points of strength or weakness in my interviewing technique and
allow me to work on further improving it. It may enable me to have access to some crucial or
interesting information in a way which suggests making some amendments or changes to the
questions to get in-depth data and keep my eyes open to the research aims during the main
study. In addition, the pilot study enabled me to practice doing data analysis. The pilot study
should be helpful in examining the efficiency and the suitability of the research tool in
collecting a desirable type of data. Through the pilot study, I may get some insights on the

validity of the instrument used, as stressed by Cohen et al. (2007).

4.3.2 The Pilot interview questions

All interviews were conducted in Arabic for all teachers and other stakeholders. For teachers,
the first part of the interview included some background and general questions about the
participant such as his/her experience, training, qualifications. This was intentionally placed at
the beginning of the interview, to serve as warm up questions which are easy to answer and
that can prepare the participant for the main interview questions. The second part of the
interview included questions on the topic of TPD, designed to obtain data to answer the
research questions, including what they thought TPD was, and some PD activities that teachers
may or may not follow and why. Also, there were questions on the types of TPD they would
ideally like to follow. The last part of the interview included questions on teacher attitudes to
the activities and the successfulness of the activities that he may follow; including the effect
of TPD on teacher, beliefs and ideas, emotions and choice of supporting materials. There were
also question on any suggestions and recommendations for future, TPD in Syria. (please refer

to appendix C2 to view teachers’ interview questions in English)
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Concerning other stakeholders, the first part of the interview questions also included some
background information such as qualifications, experience, and profession. The second part
elicited information on PD including its definition. Then, each participant had certain questions
prepared depending on his profession and in relation to the topic of TPD (please refer to

appendix E2 to view stakeholders’ interview questions in English).

In fact, the interview questions were organised in such a way that almost every question led to
the next one. And as stressed by Mann (2016: 38): “thinking about the sequence and type of
questions that you are going to ask will help develop your interviewer repertoire too.” In
addition, I considered the importance of adding one last question in the interview asking the
participants to give their own final comments or suggestions as “It is certainly helpful to offer
the interviewee the chance to ask their own questions or make a final comment.”

(Mann,2016:127).

4.3.3 The Pilot participants and their selection

Although the study took place during the difficult time that Syria is going through, there were
still places at this time where life was not much affected by what was happening in Syria, such
as certain places in the governorate of Deir-Ezzor where the study took place. It is located in
the east of Syria and is notable for oil production (led by foreign oil companies increasing the
importance of English) and agricultural productivity. In addition, the city is known for its
industrial productivity, and is one of the tourist destinations in Syria as there are many
attractive archeological sites nearby. Concerning education, a great deal of effort has been
exerted to improve education in Deir-Ezzor. There are many schools spread all over the
province, as well as educational institutes (e.g industrial, agricultural, medical). Recently, in
2006 Al-Furat University was found in the city which made it easier for students to study

locally rather than travelling to other cities, saving their money, time and effort.

This area was chosen in part for its interest as a developing provincial area within Syria and in
part for convenience, because I live there and has contacts that facilitated the study. My mother

is an experienced teacher of English at one of the Syrian secondary schools, my sister is a
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teacher assistant of English at university, and my colleague is a novice teacher of English.
They were all extremely helpful in facilitating my work and recommending people to
participate in my research. They helped to facilitate communication with participants and kept
me updated on PD issues. Also, it should be mentioned that I myself have teaching experience
in different Syrian secondary schools which makes me familiar to some extent with the context

as well as with some participants in this study.

In the pilot study, I aimed to conduct interviews with four participants, each with certain
chosen characteristics. They were thus intentionally chosen from certain populations, albeit as
samples of one from each population. They came from two groups of people: teachers
(experienced and inexperienced) and other stakeholders (a teacher trainer and an educational
supervisor both employed by the local education center). Being selective in the pilot study was
extremely helpful in serving the main objectives of the research and paving the way for the

main study.

The teacher trainer was female, in her late fifties, with BA in science and about 33 years
teaching experience. She had followed the ITE course and was not in fact a specialist in English
teaching, but simply concerned with technology training in all secondary school
classes/subjects. Her role is to observe teachers’ classes and how they can integrate technology

into education and provide some feedback and comments.

By comparison, the educational supervisor was aged in the mid-fifties, with twenty-nine years
of teaching experience and BA in maths. He had followed a special training for supervisors in
the capital of Syria, Damascus. He is not an English specialist but covers all subjects and his
role is also to make unannounced visits to teachers’ classes to monitor teachers’ performance
and provide comments and feedback on the positive as well as negative features and suggest

any training needed.

Teacher of English A was female, in her early twenties, an inexperienced secondary school
teacher of English, with 3 years teaching experience. She has a Bachelor degree from the
department of English language and literature in Al-Furat University followed by the ITE
course (Integrating Technology into Education). Teacher of English B was a female secondary

school teacher of English in her forties with 17 years of teaching experience. Her qualifications
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are a bachelor degree in English language and literature, and a teachers’ diploma in education

as well as the ICDL and ITE courses. (Please, refer to chapter 2 section 3.4

4.3.4 Conducting the Pilot interviews

To the best my knowledge, conducting research on TPD in Deir-Ezzor is considered as a
novelty. Hence, teachers and stakeholders in that particular place are not really used to/familiar
with the idea of research and researchers. I was therefore worried that my job might not be an
easy one and I was really concerned about the teachers’ reaction or readiness/willingness to

participate in the research.

The first step was that I gave a detailed overview of the research to my mother, sister and a
colleague who suggested some teachers and other stakeholders to participate in the pilot study.
I first got in touch with them by their mobile phones or telephone and briefed them on her
research, and explained some important issues to them such as: the purpose of my research,
how they will be involved in the research, permission to be interviewed through Skype and for
the interviews to be recorded, and some other ethical issues (see further section 4.6). I also
explained how this research will be helpful for them and how their help will be highly
appreciated. They all expressed their appreciation and interest in the research and showed a
sense of motivation to participate in it. I also gave them the chance to ask some questions
whether by email or through their Facebook accounts where some of them asked where the
information they gave will appear and whether there will be any evaluative aspects of the
research. So, I explained and clarified all these issues to them and assured them that this
research does not involve evaluation of individual participants themselves, but it will involve
evaluation of things they report for research purposes. After that, I sent them the consent form
in Arabic (see appendix B, consent form in English) by email and asked them to read it

carefully, sign it and email it back.

As the interviewee number was not big, it was easy for me to arrange suitable times to conduct
the interviews. Three of the interviews were conducted in the evening while one of them was

conducted in the morning. Before conducting the interviews, I did ask the participants to
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choose a quiet place with no unwanted noises or distractions that may affect the interviews.
The interviews were conducted through Skype video and were recorded using a special Skype
audio-recording programme. Teachers of English were asked if they preferred to be
interviewed in Arabic or English: they were slightly hesitant and showed some signs of
embarrassment and I understood that they preferred it to be conducted in Arabic. The young
teacher did say that speaking in Arabic will give her the chance to express her ideas freely,

easily and more confidentially. So, all interviews were conducted in Arabic.

During the interview, I first started with very general and background questions, then moved
to more specific and in-depth ones as described in 4.3.2. Three of the interviews lasted about
30-45 minutes. However, one of the interviews lasted for about one hour as the teacher trainer
was very willing to talk and express her ideas on the topic and on unwanted issues and I had
difficulty in keeping her focused and on track. Also, it should be mentioned that during one of
the interviews the participant’s mobile phone was a source of distraction and she was asked to

switch it off.

During the pilot study, I also asked the participants for suggestions and comments about the

interview questions to make them clearer and more effective.

4.3.5 Analysing the Pilot interview data

First, all four interviews were initially transcribed, where each interview took me four-six
hours to transcribe. Then, I had to translate each interview into English for the benefit of the
supervisor. This was a really daunting and time-consuming task. After that, a colleague who
is also doing her PhD at the Department of language and linguistics was consulted to check
the translation of the interview from Arabic to English in order to ensure the validity of the

translation.

After that, I read through the interview transcriptions many times. When reading through the
transcription I kept in my mind the main research questions and objectives, so that this could
inform the process of choosing suitable codes and themes. Next, interview data were

segmented into separate chunks where each one is on a different theme. After that, I initially
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coded the chunks into different types that are related to distinct themes. Then followed the
process of cycles of recoding, going through the data again and again and making
modifications where appropriate. In order to check the validity of the coding, I consulted my
supervisor, showing him samples of the analysis and discussed possible classifications with
him. In this way, content validity was achieved by consulting an expert in the area of research.
At the final coding stage, all emerging themes and subthemes were classified. Finally, a

colleague was also consulted to check the reliability of my coding.

4.3.6 Implications of the Pilot for the main study

There is no doubt that the pilot study was crucial and very helpful as far as conducting the
main study is concerned. “Any professional activity can be better understood through attempts
to reflect on practice and this is no different in the case of qualitative interviewing. Ongoing
commitment entails adopting a reflective approach early and sustaining it” (Mann, 2016: 2).
Reflection was an important step to arrive at certain modifications of the main study. These

are described in what follows.

The pilot study helped in reducing the time that is usually spent in obtaining permissions from
the local education center to conduct the main study and to access the participants, including
both stakeholders and teachers, since these did not have to be obtained a second time for the

main study.

For recording the interviews, I decided to depend not only on the special Skype recording
software, as the recorded sound was not of the desired quality. I, additionally used a high-
quality recording machine borrowed from the department of language and linguistics, at Essex.
As stressed by Mann (2016: 115): “recording the interview properly is absolutely essential.
Most researchers are not able to recall the important details of an interview after the event

without a recording. It also ensures that the research process is transparent.”

Furthermore, some interview questions were modified or added to make them either clearer or
to motivate the participants themselves to elaborate on whatever issues were of interest or

importance to them as far as the research is concerned. For instance, concerning clarity, one of
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the participants in the pilot study drew the researchers’ attention to an important problem with
the wording of teacher development in Arabic. I had used the word similar to advancement,
in Arabic. However, in Arabic it was more suitable to use a word meaning development, so

that was used instead in the main study.
Concerning the issue of obtaining teachers' own responses, an example is:

Do you observe a colleague teaching to get ideas to try?
Changed to: Do you observe colleagues teaching?
And if yes, then I will ask: Why?

In order to avoid any bare “Yes” “No” or “textbook type of replies” (Rubin and Rubin, 2005:
51), I prepared some extra prompts that may encourage the participants to elaborate on their

answers if initially they only give a simple response. For instance, teachers were asked:

Have you ever travelled abroad?
Prompts: if yes: Where to? For how long and why?
Have you ever followed any training whether pre-service or in-service?

Prompts: if yes: How long was the training? Who offered it? Where did it take place? And

what was it about?

Another lesson from the Pilot was that I became aware of the importance of asking the
participants to switch off their mobile phones during the interview and to choose a quiet place

in order to avoid any possible distractions.

Furthermore, I found it better to memorize some of the interview questions rather than keep

referring to them as this will make the interview look more natural.

In addition, I learnt to be careful about timing and how to keep the participants focused on the
interview main topics. But at the same time, I considered the importance of not interrupting

the participants and allowing them enough time to think and give their own opinions.

It was agreed with the supervisor to analyse the interviews in Arabic in order to save time and

effort in the main study and because of course some nuances of meaning probably get lost in
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the translation, so more valid data comes from coding the original language version. Only key
parts which would be cited needed be translated. Undoubtedly, the pilot study represented a

good opportunity for me to familiarize myself with the process of data analysis.

Additionally, it was helpful to check the suitability of the interview in terms of its capability
of collecting relevant data and the ability of the pilot study to answer the research questions.
The interview questions did provide reasonably rich data. That is why, based on the pilot study,
it was agreed to depend only on interviews for collecting the research data and dismiss the

option of also administering questionnaires to the participants.

Finally, I obtained a more detailed understanding of the context of the study in secondary
schools in Deir-Ezzor. The researcher’s familiarity with the context and the participants can
be seen as “double sword” one (Berger, 2013: 13). “The researcher’s familiarity may enable
better in-depth understanding of participants’ perceptions and interpretations of their lived
experience” (Mann,2016:75). On the other hand, I took careful consideration of the fact that
the researcher must stay “constantly alert to avoid projecting his/her own experience and using

it as the lens to view and understand participants’ experience.” (Berger,2013: 13).

For example, in practice while I was interviewing the participants, I was careful not to mention
anything that I know about the context of the study as I myself used to teach in the same context
of the participants. In other words, I interviewed them as outsider, a researcher who knows
nothing about the context of the study. I asked questions related to the schools where they
teach, types of PD available in the context, the textbook that they teach, and things that may
hinder/ facilitate TPD. So, I used the information that they themselves provided to understand,

interpret and enter their own world.
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4.4 The Main study

The main study took place from October 2013 up till December 2013

4.4.1 Main study participants

Some general points about the location and selection of participants are the same as in the Pilot
(4.3.3) so will not be repeated. However, there was an additional challenge of asking people

who were not so well known to me as those in the pilot.

I planned to involve a wide range of participants with different backgrounds with two aims in
mind which are: to enrich the data with different viewpoints from different people and to
involve participants who collectively can be more representative of the whole context where
the study took place. Thus, I intentionally selected the participants to participate in my research
not only depending on their willingness and readiness to participate, but also depending on

other background characteristics.

Conducting the interviews in the main study was not an easy process when compared with the
pilot study due to the following reasons: increased number of the participants and time limits
due to the fact that the participants were very busy with their demanding jobs whether teachers
or stakeholders. Thus, one intended participant could not participate as she was busy preparing
for her English language test.

Another important issue that should be mentioned here is that some of the participants were
not really aware of the concept of TPD. This will emerge more clearly in the next chapter, but
it also impacted on participation in that two teachers did not wish to participate in the research,
telling me that they do not really have an idea about the topic of the research. One of the
participants clearly stated that she wished she could participate, but she thought that she was
not sufficiently knowledgeable to take part in the research and she was worried that her
participation may provide distorted, or incorrect information that may negatively affect the
research. All in all, however, most of the targeted participants expressed their appreciation of

the research and a high level of interest and readiness to participate in it.
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The main study included twenty teachers with different backgrounds. They varied on the

following variables:

- Educational Level achieved: Bachelor degree, Masters’ degree, Diploma in teaching

qualification.

- Experience: some of them were experienced teachers, others were novice teachers with less

than five years of teaching experience.
- Location of experience: in the city versus in the country.

-Training: some of them were untrained, others had followed some kind of training such as

training in their diploma or masters’ degree, the ITE or ICDL courses.
-Age, gender.

Concerning stakeholders, I conducted her interview with 18 stakeholders with different
professions, training, age, experience and qualification such as head teachers (3), educational
and subject-specialist supervisors (6), teacher trainers on ITE (4), and trainer of trainers (1),

academic lecturer (1), staff from the central MoE (1), staff from local education centre (2).

Please refer to appendices G and H for background details of each individual participant and

the numbering that will be used to refer to them (T2, S6 etc.).

4.4.2 Conducting the main study interviews

Before the interviews took place, the participants received information and encouragement as
described for the Pilot (4.3.4), together with what was needed to meet the ethical requirements

(section 4.6).

I sent them the consent form via the participant’s email address or through their Facebook
accounts and asked for it to be read carefully, signed and returned back. I asked the participants
not to hesitate in asking any questions related to the research or to their participation in it. The

importance of building rapport in qualitative research is undeniable (Mann,2016, Bernard,
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2012). So, contacting the participants before conducting the interview proved to be very useful
as it established a sense of rapport and encouraged them to talk more.

Some of the participants contacted me whether by email or through their Facebook accounts
with questions on what will happen to the recorded information and will there be any
evaluative nature of the research and how they will be informed of the research final results
and implication, or how it will be useful for them. After clarifying all of these issues and
gaining their consent to participate in the research, I started to prepare a schedule for the
interviews. Each interviewee selected a convenient time for him/her to participate in the
interview. However, this process was not as easy as with the pilot study due to the increased
number of the participants and how busy they were. Some interviews were cancelled and had
to be rearranged again due to participants’ personal circumstances. Just as stressed by Kvale

and Brinkmann, it “seems so simple to interview, but it is hard to do well.” (2009: 1)

I asked the participants to choose a quiet place for conducting the Skype interview with no
possible noises that may affect the flow of the interviews (Gillham, 2005). This is really
important as it can give the participants a feeling of ease where the majority of them had the
interview at home. And as stressed by Mann (2016: 63): “one of the first decisions to make is
where the interview will be held. It is important to make sure that it is a comfortable physical

environment with minimal background noise and distractions.”

Therefore, I emphasized the fact that the participants should switch off their mobile phones

before conducting the interview in order to avoid distraction during the interviews.

The participants were fully aware that the interview was recorded, However, I tried to keep
the recording machine out of the area captured by my camera in order to make the interview
look more natural and to avoid any feeling of anxiety on the part of the participants, as “It is
occasionally the case that interviewees can feel discomfort being recorded, although this

feeling usually passes very quickly.” (Mann, 2016: 64)

Based on the experience gained from the pilot study, all interviews were conducted in Arabic
just to avoid embarrassing the participants and to give them free rein to express their ideas and

talk on issues related to the research as freely and as confidentially as possible. I was aware of
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the fact that using L2 “may well effect how much detail the interviewee can give or if he/she
is able to express ideas effectively. Certainly, interviewing in L2 is often limiting for the

interviewee.” (Mann,2016: 64)

Based on careful reflection and consideration of the pilot study, I kept timing in mind and
encouraged the participants to keep on track as much as possible. Each interview lasted

between 30-45 minutes.

I used probes in order to elicit as much information as possible before moving to the next
questions which proved to be very useful with participants who may give short or yes/no
answers, so they can provide further clarification or explanation. I used the insight that this
can be “achieved through a question of some kind but can be achieved through non-verbal

means (e.g. eye contact, gestures, pauses.” (Mann, 2016: 128)

Since “listening is the most important aspect of an interview” (Mann, 2016: 116), I listened
carefully to what the participants were saying and I gave them the chance to reflect upon their
ideas. I was careful of the fact that: “consciously allowing for some pause or wait-time
communicates your commitment to being in a listening mode and giving the interviewee
space.” (Mann, 2016: 118). At the same time, I did my best to show neutral reaction to what
they said. Three main elements were considered while conducting the interviews, following
the advice that “successful interviewing boils down to three main elements: developing

rapport, eliciting and listening.” (Mann, 2016: 118)

However, there was a challenge where some of the participants were not familiar with the
concept of TPD and in that case I provided a brief definition of it, before heading to the next
relevant questions. The interview questions were arranged in a way where each question led
to the next one, with the possibility of asking in-depth questions where appropriate, depending
on the importance and interest of the respondents’ replies as far as the research questions are
concerned. I avoided interrupting the participants as much as possible giving them the chance
to express all their ideas and views on the topic, since one of the main aims is to elicit emic
rather than etic types of answer, hence listening carefully to what they say rather than forcing

the researcher’s own ideas.
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Moreover, conducting the interview through Skype video proved very useful as it helped in
maintaining eye contact with the participants in a very similar way to that of a face-to-face
interview. Mann (2016: 87) stressed the idea that “obviously Skype ‘mimics’ face-to-face

interactions, at least to some extent, whereas telephone and e-mail can’t have this element.”

Most importantly, in the main study using Skype video calls was pivotal as it helped in adding
richness to the data, in the form of clarification and interpretation where the participants were
unwilling to talk more about an issue or answered a question with a short answer or with a
gesture. As stressed by Hesse-Biber and Griffin (2012: 56): “tone of voice, and gestures, all
provide a certain richness to qualitative data.” Similarly, Talja and McKenzie (2007: 102) point
out that “paralinguistic cues such as gesture, facial expression, and tone of voice can both
convey emotion and provide the hearer with clues for interpreting the meaning of an

utterance”.

Also, at certain points where it was felt that the participants were unable to provide an answer
or felt confused, in this way I interacted with the participants to arrive at an answer together.
For example, for many of the participants it was difficult to provide a definition of the concept
of TPD, so I provided some help to arrive at a definition together. My experience confirmed
that: “all interviews are always already sites of social interaction, where ideas, facts, views,
details, and stories are collaboratively produced by interviewee and interviewer.”
(Mann,2016:6). Many other researchers have emphasized the interactional nature of the

interview (Hepburn, 2005, Sarangi, 2004).

Generally, the teachers’ interviews included four main parts which I have described in 4.3.2
above. The specific Main study interview questions and additional prompts for teachers and
other stakeholders were as described and improved in the Pilot (4.3.2 and 4.3.6). They are fully
listed in appendices C2 and E2. An audio recording was made of each interview, with my

observation notes, as described earlier.
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4.4.3 Transcription and data analysis

4.4.3.1 Overall procedure

Undoubtedly, the main study resulted in a very rich type of data from the interviews as most
of the participants were interested in the research and were willing to provide information, and

it proved to be useful to interview teachers and stakeholders as well.

However, due to the greater number of participants and to the fact that I aimed at more in-
depth analysis than in the pilot study, a more elaborate analysis procedure was used and some

categories were modified whereas other categories and subcategories were added.

First, in order not to forget any details about the interviews, I transcribed every interview just
after it was conducted. Almost every interview took 4-6 hours for transcription. As agreed with
the supervisor, the interviews were transcribed in Arabic so as to retain the essence of the
meaning and to save me some time. However, during the analysis process I translated some of
the main data for the supervisor, so as to obtain useful comments, insights and feedback from

him with respect to developing the categories into which the data was organised.

Next, I started the process of analysis. This process in general involved repeatedly rereading,
comparing and classifying segments of the responses of the different participants regarding the
same issue. During this process, I was looking for points of similarity as well as differences
among the response data. However, not all of the respondents' replies were in the right place,
in the sense that participants might mention when answering one interview question something
that from my point of view was really answering another question. Hence, I had to make up
my mind and figure out which answers shared a common theme regardless of what interview
question they were giving as an answer to. In this respect, attention was paid to Clarke and
Braun (2013:9) who comment that 'A common feature of a weak TA is using the data collection

questions as themes.'

Due to the richness of data in the main study, the coding process was challenging as well as
time consuming, and in many instances, I referred to my supervisor for his insightful feedback,
and suggestions for the analysis process. During the coding process, the main focus of the

analysis was on the main themes, categories and subcategories to be generated from the data
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itself rather than imposing them on the data, so as to serve the constructivist perspective as
stated earlier. As stressed by Flick (2002), the researcher needs to discover the theory implicit
in the data rather than impose ideas coming from the literature or the researcher and his/her
expectations, letting the categories and themes emerge from the data. Nevertheless, there was
some top-down element in the process as well, for instance informing the categorisation of
types of TPD which participants said they engaged in from the categories of TPD I had
distinguished in the literature review. For ease of understanding, efficiency and to make the
analyzed data more relevant and consistent, the coding was also informed at the highest level
by the research questions. For instance, I looked for and considered together all data related to
teachers’ definitions of the concept of TPD, since one of the RQs of the study focused on this.
This therefore was again an element of top-down analysis, since an extreme constructivist
would decide all the themes bottom up from what the participants said. However, the
definitions that were actually offered were classified much more based on what the teachers

said in a more constructivist way.

Overall, the process of data analysis was a cyclical one (Tesch, 1990: 95) and a developmental
one where I go through my data many times and moves back and forth with the aim of
developing categories, refining existing ones and making connections between these
categories to reach a satisfactory organization system (Tesch, 1990: 96). I followed Corbin
and Strauss (2008:143) who argue that this process needs to continue until the researcher
reaches the point of ““saturation” where no more new properties, dimensions and variations of

the categories emerge during the analysis process.

4.4.3.2 Examples of the Process of Data Analysis

In detail I followed broadly the pattern recommended by Clarke and Braun (2013:4) for
thematic qualitative data analysis. I present the procedure in their 6 steps although, as stated
above, I worked recursively, following Clarke and Braun who say: "This should not be viewed
as a linear model, where one cannot proceed to the next phase without completing the prior

phase (correctly)'.
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1) Familiarisation with the data:

I transcribed the text of each interview verbatim in the original Arabic and read this
repeatedly to gain familiarity with the raw data, as well as listening repeatedly to the

recordings. What I read is illustrated in Appendix D.

While I read, I naturally formed initial impressions of what separate stretches or segments of
speech seemed to be devoted to a distinct point, and what some of those points might

tentatively be labelled as being.

2) Coding: .... this involves generating pithy labels for important features of the data of

relevance to the (broad) research question guiding the analysis.

The first step was to tentatively chunk the transcripts into sequences which seemed to make a
single point, and assign a comment (which could be considered a provisional code) to each,
characterising what kind of point it was making. For example, from one teacher (T13) the
following part of their transcript appeared to relate to the theme of 'what they understood TPD
to be / their definition of TPD' (and so related to answering RQ1). The initial comment/code

is shown in angle brackets after each chunk.

R: ok, and can you please define the concept of teacher professional development in your own

words?

T: emm... I think that teacher professional development is a practice of training certain subject
teachers <TPD as training> before or through the period of teaching <TPD as INSET as well
as PRESET> in order to equip them with the necessary skills and necessary experience for
managing their classes <TPD focuses on improving pedagogy>. These skills may be related to
the same subject that the teacher teaches or it may be general skills of teaching and learning

<TPD content>.
R: ok, nice and can you please give me any example of that?

T: emm...there are many examples of that. For example, observing the teacher while teaching
<being observed>. A novice teacher may have his class monitored by an experienced teacher
followed by feedback given by the experienced teacher <observation by a peer teacher>. Or in

some cases the head teacher can be the observer <observation by head teacher>. Another
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example is, attending presentations delivered by more experienced teachers and these teachers
may talk about their teaching experiences, especially if they taught in different contexts,

cultures or levels < attending presentation>.
R: That is nice.

T: Also, there is the possibility of the novice teacher attending lessons of more experienced
teachers and then they may have a meeting after the lesson to talk about it < observing other

teacher>. Also, there are “technical workshops” < attending workshop>.
R: and what do you mean by that?

T: they are workshops that aim at introducing teachers to modern technologies and how to use

them in class <TPD content>.
R: Nice words and in your opinion what is the aim of teacher professional development?

T: I think... to equip the teacher with the necessary skills and needed experience for managing
their classes and as I mentioned earlier these skills may be related to the same subject that the
teacher teaches or it may be general skills for teaching and learning. <not coded: repetition of

points already made>

By the end of the coding, the chunking decisions largely remained the same but the codes were
refined and reassigned as described below. In this instance, for example, initial codes such as
<TPD as training> and <TPD focuses on improving pedagogy> came eventually to be regarded
as falling within a subtheme of 'General nature/defining features of TPD', within the major
theme of 'What teachers think TPD is'. On the other hand <TPD as INSET as well as PRESET>
came to be regarded as part of the subtheme of "The rate and the timing of TPD'". The references
to types of observation and presentation, on the other hand, ended up as part of a subtheme of

'Medium of delivery of TPD'.

The next step was to identify in all the transcripts all those chunks of transcript which
seemed relevant to one of the major themes such as 'What teachers think TPD is'. These were
then extracted and listed separately from the interview transcripts. This then assisted the
process of going over them and refining the codes assigned to smaller chunks. Here is an

example of some such chunks translated.
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T2 "I am not familiar with TPD"

T4 "No as a concept no, but I heard that the teacher who does not know how to teach
1s called 'illiterate’. I do not know if this is related to it but I do not remember that I

have heard of the concept of teacher professional development before."

Both those became coded as 'Claiming not to be familiar with the concept of TPD' within the
major theme of "'What teachers think TPD is', and so in the end are discussed together in the

Results.

Similarly, the following, when considered alongside each other, all ended up with the
underlined chunks coded as "Training' within the subtheme of 'General nature/defining features
of TPD' within the major theme of "What teachers think TPD is'. They were also assigned codes
for the type of training activity, where it was mentioned (e.g. course, workshop, observation
etc.) which came to be regarded as falling within the subtheme of 'Medium of delivery of TPD'
within the major theme of "'What teachers think TPD is'.

T3 “It is a training course where teachers are encouraged to follow in some countries

to make teachers more effective in the field of English language teaching and to

improve students’ skills and abilities.”

T1 “I think it is training those working in the field of teaching through workshops or

lectures that introduce teachers to the best techniques or teaching methods. The
purpose: improving skills for dealing with students and delivering information in a
more effective and easy to understand way which goes in accordance with the all the
intellectual levels of the students and to improve creativity for both the teacher and

the student.”

Al

T7 "Not sure. But it may be training courses that the teacher may follow for ‘updates

in the field of teaching. For example, I myself during the training courses that I
followed previously, noticed that trainers usually call people back according to their

subject area and update them on what is new in their field of work."
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3) Searching for themes: A theme is a coherent and meaningful pattern in the data
relevant to the research question.

Continuing with "What teachers think TPD is' as an example, my work illustrated above
ended up with a list of themes, within which there were numerous more specific

subcategories or codes.

The majority of teachers were not fully aware of the concept of TPD, and they provided very
different characteristics of TPD using words such as training process, continuous process,
improvement, updates, new teaching skills, better outcomes, workshops, higher degree,
lectures, change teacher feeling, move from teaching to learning, integrating technology into
education, update on what is new. Since they provided very mixed up characteristics the
challenge was to go through the data more than one time, carefully examine their definitions,
trying to find any points of similarity and differences, in order to classify these wordings and
group them into categories and subcategories depending on the themes they represent/ belong
to. For instance, words like new and update seemed to share the idea of TPD having the
purpose of keeping teachers familiar with what was current. Words like workshop and lecture

seemed to refer rather to a theme of types of TPD activity, or means of delivery, and so on.

Hence, initially, five subthemes emerged, with rather wordy and overlapping codes within

them (Table 4.1)

4) Reviewing themes: Involves checking that the themes ‘work’ in relation to both the
coded extracts and the full data-set.

After much reviewing of the original data, including the lists of themes and subcodes, with
input from the supervisor, the final lists of themes emerged, and were reflected in the account
in the Results chapter. To assist this, each segment of data (Miles and Huberman, 1994:57)
was examined independently and in relation to other segments grouped under the same
heading. The aim this time was to sort the data into an “organizing system” (Tesch, 1990)

consisting of clear and exhaustive categories and subcategories.
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For 'What teachers think TPD is' here it can be seen (Table 4.1) that a subtheme was added to

the original list and some other changes were made to the low-level codes.

Table 4.1. Development of codes for Major theme: "What teachers think TPD is'

Early stage codes under development

Final codes

Workshop incl. ‘technical
workshops ‘forum’

T presentation to other T
after school (by T
with experience
maybe in other
context)

Depend on other good T
experiences (e.g.
ask students who is
best T and get in
touch with that T),
incl. attend classes
by other T

Observation of T by more
experienced teacher
or reverse

Use internet / modern
technology

Exchange ideas with
colleagues incl.
from different
countries

...and with students

Subthemes Specific codes Subthemes Specific codes
Do not know Claiming not to
term / Not be familiar with
familiar TPD
Nature/defining Training before or during Able to provide a | 1. General Training
features teaching definition of nature/ Awareness
Teacher to be aware TPD defining Self-improvement
Improve / develop f
. eature of Change
Self-improvement ¢
Positive improvement TPD Keeping up to date
Continuous professional
process
Self-evaluation
Update on scientific
developments
New teaching methods and
skills
Medium of Course, incl. INSET or 2. Medium of | Training courses
delivery/reception | PRESET delivery/ Lectures
(...through...) I;I(?c;ure(si reception of | Higher degree
igher degree
Bogoks andg useful resources TPD Books etc.
Workshops

Experienced peers
Classroom observation
Internet and modern
technology

Students and parents
Reflection
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... and with parents

Purpose (... in
order to...)

Update on what is new and
interesting for T

Change T performance,
practices, abilities
in fields of
knowledge
education, admin
and technology

Update T methods incl.
strategies in
teaching

Improve T skills/process/
performance incl.
subject specific

Give info to students
effectively and
simply suited to
level

Develop student skills and
abilities

Best ways to manage class

Improve creativity of T and

S

Non-traditional class activity

Manage class

Scientific and modern

Make use of time effectively

Change T feelings... T feels
qualified

Students benefit

Examples of what
a teacher might
do better (not
examples of TPD
but of aspects of
teaching that the
TPD might
change)

Change from teaching
traditional grammar
rule plus practice to
work out the
grammar rule

Teacher give 50% of info,
studenst get it;
better than give
100% and they get
10%

Distance teaching

Move from teaching to
learning

Integrate technology

Educational process and

modern age demand

3.Purpose/
aim of TPD

Improve teaching in
general
Improve teacher
skills/per-
formance
Improve classroom
management
Manage time better
Student benefit
Change teacher beliefs
Change teacher morals
Change teacher
educational knowledge
Change teacher admini-
strative ability
Change teacher
Technical ability

4. The effect

More bottom up

of TPD on teaching

teaching Adjustment of teaching
based on students’ level
More integration of

technology

5. The rate | Continuous

and timing of | Either PRESET or

TPD INSET

Only PRESET
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At this point there was extensive crosschecking between the relevant chunks of transcript of
each participant, and the themes. For instance, Table 5.5 in the Results illustrates the
outcome of this for the four main themes identified in relation to the major theme of 'Effects
which teachers or stakeholders think any TPD they have engaged in has had on their teaching
beliefs, practices or affects' (cf. RQ6): each of the four themes is crosstabulated with each

participant.

The codes and sub-codes within each theme were also recursively refined, producing lists

such as this for theme 4 within that major theme: "The effect of TPD on teachers’ feelings'.

1. Types of feelings that changed
a) Importance of teaching/ appreciation of teaching
b) Fun
¢) Liking/love
d) From hatred to love of teaching
e) A feeling like parenthood.
f) Self-confidence
g) Intellectual challenge
2. The type of TPD where the changes of feeling originated
a) Staff workshops
b) Observation by others
¢) Observing colleagues

d) Use of the internet for contacting distant fellow teachers

5) Defining and naming themes:

This was achieved recursively during all the above steps, with supervisor input. For instance,
initially I listed all the following as themes relevant to the main theme of "Types of
professional development activities which the teachers would ideally like to pursue' (cf. first

part of RQ4).
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1- Training courses on teaching methods.

2- Learn more about the methods of teaching English from professionally
experienced teachers.

3- Pursue higher academic studies at university.

4- Transfer the TPD experiences of the private schools to state ones.

5- Download the Syrian curriculum on tablets.

6- Have available more TPD activities in the context.

7- Integrate technology into education.

8- Watch the Egyptian educational channel.

9- Observe Syrian colleagues teaching colleagues with different nationalities and
experiences.

10- Travel abroad.

11- Take diploma in neuro-linguistic programing.

12- Do audio-video recording of lessons.

13- Have available TPD activities in the countryside.

14- Have language laboratories in schools.

15- Decrease the number of students in the class.

16- Subject of teaching methods should be taught in the first year at university.
17- Adopt an English-English approach in the English classes.

18- Teachers should be a role model with devotion.

However, in the process of reflective reviewing, when I examined more closely how I would
define 'PD activities which teachers would like to pursue' I realised that some of the items in
the list did not fit that definition. They were not by any stretch of the definition types of TPD
but rather should be regarded as belonging in a separate category of 'Pedagogical innovations

that teachers would like to see in school'. Those items were 7, 14, 15, 17, 18.
6) Writing up: Writing is an integral element of the analytic process in TA (and most
qualitative research).

This was done in the end, resulting in chapter 5. In the process, a number of tables were

produced in Microsoft Word which summarised in various ways the correspondences between
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codes, themes and participants, which appear in the account of Results. Indeed, I generated
tables for every research question adding teachers’ numbers in one side and what they said on
the other to ensure ease of analysis. Actually, this process proved to be efficient in terms of
data analysis, data management, and organization and I did not feel the need to put everything

into qualitative analysis software such as NVivo for this purpose.

4.5 Validity and Reliability

When conducting qualitative research, researchers should always pay attention to the concepts
of validity and reliability as much as in quantitative research, so as to be able to convince
readers with the results of the research. They are very important aspects in any research. In
this section, I will present a definition of them and show how reliability and validity were

established in the current research.

Reliability can be defined as “the extent to which a test or procedure produces similar results
under constant conditions in all occasions.” (Bell, 2006:117). In qualitative research this
importantly extends to similar results with different coders. Similar results are consistent, but
not necessarily correct. Hence, by comparison, validity in qualitative research, which is
sometimes referred to as credibility, refers to the extent to which the research gathered accurate
information relative to its aims and objectives. So, in the current study, valid data is data which
genuinely throws genuine light on targeted aspects of teachers of English PD in a particular

context (Deir-Ezzor).

In the current study, both validity and reliability were no doubt enhanced by the improvements
consequent upon the piloting (see 4.3.6), and by the fact that I referred to previous studies in
the literature and to my supervisor who is an expert in the area of research both in relation to

designing the interview and its questions and to analysing the data gathered.

Validity is well known to be enhanced by triangulation (e.g. Mackey and Gass, 2005). This is
usually regarded as achieved when multiple instruments are used to target the same
phenomenon. In the current study this could have been, for example, use of observation in

addition to interviews, to see the effects of TPD on teacher performance, rather than relying
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solely on teacher reports of the effects of TPD. In this study, however, due to the conditions in
the country, observation was not feasible. Hence, I do not have that kind of classic triangulation
in the study. However, I can nevertheless say that I approached my target topic from several
directions in an attempt to ensure that the account is not biased by relying only on one
perspective. For example, I thoroughly investigated what kinds of professional development
training/activities are available in the context (as reported in chapter 3) rather than solely
relying on what participants said about this in interview. I also investigated the issues related
to TPD, especially their effects, not only by interviewing teachers, but also by interviewing
other key stakeholders so as again to get multiple perspectives on the same topics.
Furthermore, I have already described in 4.2.2.2 how I attempted to combat the various known

limitations of the interview method which I extensively relied on.

Internal validity was partly gained by showing some pieces of coding to an expert, my
supervisor, followed by discussion of the codes, during the process of establishing the best set
of codes. This was an important step to ensure content validation by an expert in this area.
Validity of translation was also achieved by asking an Arabic colleague who is also doing her
PhD in the Department of language and linguistics to check some translated data from Arabic

to English.

External validity was addressed by the increased number of participants selected to participate
in the main study. This allowed us to gather as much rich data as possible and makes the study
more representative of a wider range of relevant teachers and stakeholders in the context of

the study.

Validity, in the form of credibility, has been drawn attention to by researchers such as Holliday
(2002) who described this as “showing the workings”. In other words, a study may be seen as
validated by presenting in details every aspect of how it was conducted, so that readers may
judge for themselves that the researcher was careful in conducting it (Robson, 1993). I claim
to have achieved this by the full and frank account offered throughout this chapter on all

aspects of my study.

Finally, I attempted to achieve reliability through asking a PhD colleague in the department of

language and linguistics to apply the final coding scheme to three of the transcribed interviews.
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I then checked if she coded it in a similar way mine, and a great deal of agreement was found

(90%).

4.6 Ethical issues of the current study

Right from the beginning, I was extremely aware of the importance of the ethical issues which

should be taken into consideration. First, permission was obtained from the University of Essex

to conduct the current research after submitting an application for ethical approval, giving an

idea about the main issues of the research, the method to be used, and the precautions to be

taken to ensure the research is ethical.

I devised a consent form for the participants including the following points (all in Arabic, see

appendix A):

The main objectives of the research and issues to be investigated.

How the participants will be involved in the research: to be interviewed and their

interviews will be recorded, after gaining their permission to do so.

How all the data will be safely stored in a password-protected computer and no one
other than me and my supervisor will have access to the information and the research

data.

Confidentiality was assured for all participants. Although I knew their names, I
promised not to present in the write up any information that may lead to identifying the
participants: only non-traceable information will be mentioned and the participants
referred to in the write-up by numbers like T6. Note that since some of the other
stakeholders held more or less unique positions in the Syrian educational world, I have
not specified their precise position in the description of the background of each
participant: if I stated such a person's exact role then their identity would be identifiable

even without stating their name.
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- They were also given the right to withdraw from the research at any time without giving

any reasons or justifications.

- They were promised that there would be no harm arising from participating or declining
to participate (e.g. negative evaluation of individuals passed on to the Local Education

Center).

Before, contacting the participants in the target context (Deir-Ezzor), I also got permission
from the local education center (each Syrian city has its own local education center which is a
place that represents the MoE that is concerned with the different issue of teachers in a
particular city). Permission was also obtained from head teachers who facilitated the process

of nominating and contacting the participants.

After contacting the participants to take part in the current study, they were all briefed on the
main and other ethical issues related to the main research. Participants, who agreed to take part
in the research, were all asked to read carefully through the consent form, sign it and return it.
All this was done in order to make sure that all participants were fully aware of the ethical
issues of the research. I ensured that participants had the chance to ask any questions related

to the research itself or on any other ethical issues.

4.7 Conclusion

This chapter presented a thorough account of the chosen research paradigm as well as the
method used for collecting and analysing the research data. It focused on the different aspects
and procedures of both the pilot and the main study and paves the way for the next chapter

which gives the findings.
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Chapter five: Findings and Discussion

5.1 Introduction

In this chapter, I present and interprets the beliefs, opinions and reported practices of teachers
of English in Syrian secondary schools concerning different issues that are related to their own
PD at the secondary school level. As described in chapter 4, the primary data comes from
twenty teachers of English and eighteen stakeholders with different experiences, gender, age,
training and other backgrounds characteristics. I will present the data following the order of

the six research questions.

5.2 RQ1 what do teachers of English think teacher professional development is?

5.2.1 Teachers who claimed not to be familiar with the concept of TPD

Overall, it is reassuring that most of the informants (16 teachers out of 20 teachers) showed
familiarity with the concept of TPD and they provided their own definitions of it. By contrast,
only four of these teachers (teachers 2, 4, 6, 12) said during the interview that they have never
heard of the concept of TPD. Nevertheless, three of these teachers tried to make suggestions
of what TPD might mean. For example, when he was asked whether he had ever heard of the

concept of TPD, T4 said that:

e 42 S Gl GelY lliterate 4 e ooy S Cia¥ (SN 2k Cas (S5 Y mllaad Y

-

" I8 O gl il sy Conams il SH Y (813

“No, as a concept no, but I heard that the teacher who does not know how to teach is called
“illiterate”. I do on not know if this is related to it, but I do not remember that I have heard of

the concept of teacher professional development before.”
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So, there is a clear evidence in his quotes that he has never heard of the concept of TPD, but
he maybe guess that it was something to do with teachers 'knowing how to teach' and therefore
thought lack of knowledge about it was something similar to being illiterate. Likewise, two

other teachers tried to offer speculative definitions of TPD as follows:

T6 mistakenly took it to be a sub-field of what is taught in practice within teaching English

as a foreign language when he stated:

Ao SV A1 s e [U[lel oo @llia () 5S8 ESP e Jla[ellia 4, 30Ky A3 b LS SB[10 585 off el N
b oy (3l 28 gd 13 (S w‘[,g)ks ped QS 28 5 SISV ATl o Udie | lae o (3lai g8 13
"_‘éJAS:

(13

no... it could be for example as in English there is a field called ESP; it could be something
for teachers of English. So, it is related to something practical. When we studied English, it

was something theoretical, right! So, it could be related to something that is practical”.

T12 was closer when he stated:

G by 43) Sie) (S5 iy g g paS Y g prllaacS Y pdal[AsigalTAakiT sebas ol o] dal pay ¥
"ol [ 3T U 5 el sl o1 ibags 4dl 5 DUl o[B8 u s allelac) & Baaa

“no, honestly speaking, I did not hear of the concept of TPD neither as a concept nor as a
research topic. But, I think that it is something related to new methods for delivering lessons
and discussing them with the students. And it aims at improving the teaching skills and

techniques of the teacher”.

It is worth noting that although these four teachers were not familiar with the concept of TPD,
they were in fact pursing some types of PD as teachers of English (as we will see later on in

this chapter). However, they were not aware of the fact these activities are called types of TPD.

In trying to understand why these four teachers were not familiar with the concept of TPD, it
might be a good idea to refer to their own background information as this may help the reader
to understand why they were not familiar with it. See appendix (full table of the informants’

background appears in appendices G and H).
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Table 5.2 Background of teachers not familiar with TPD

Experiences
Teacher | Sex | Age | Years of | Place  of | Qualification | Travelling | and any
experience | teaching abroad kind
training
courses
T2 M | 20s 4yrs city BA No ICDL
T4 M | 20s 3yrs countryside | BA Australia MED: one-
educational | week
cultural training
exchange
6 mths
T6 M | 20s 3yrs countryside | BA No No
T12 M | 20s 1.5 yrs countryside | BA No No

Affected by

war

As the table 5.2 clearly shows, teachers T2, T4, T6 and T12 represent some of the youngest
teachers among the informants who were interviewed. All these four teachers are in their early
twenties. They are all novice (i.e. with less than 5 years’ experience) and inexperienced
teachers. Furthermore, all those four informants are male teachers and they all only hold a
Bachelor degree (BA in English). Concerning training experience, they had not had any kind
of teacher training either pre-service or in-service (except for T2 and T4). Moreover, three of
these teachers were teaching in the countryside while only one teacher was teaching in the city
(T2). For three of these teachers there are therefore two main reasons behind their unfamiliarity

with the concept of TPD and lack of training:

First and foremost, and as mentioned earlier, three of those teachers were teaching in the
countryside. As they declared later, the countryside generally suffers from neglect as far as

TPD organized for the teacher from outside, like training days and courses, since most of those
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TPD activities take place at the city. Presumably, teacher self-development can be done by any
teacher anywhere, but of course it is not likely to happen if the teacher has not been introduced
to the ideas of self-observation, reflection, action research etc. which again requires training

i.e. self-TPD needs training too and these teachers had not had any.

The other reason behind their unfamiliarity with the concept of TPD and lack of training was
the fact that most TPD including teacher training courses had been affected by the terrible

conditions in Syria which were taking place at the time when the interviews were conducted.

The only place for training courses is located in the local education center which is in a regional
city. Training in those days was still actually going on in the cities, but sometimes each journey
to the city could last up to one hour and a half and is not safe. However, this does not mean
that every teacher who lives in the countryside will not be aware of the concept of TPD. For
example, TS5 lived and taught in the countryside, but was aware of the concept of TPD and
attributed that to personal effort, which could be via finding out things on the internet as the

internet was still accessible in the countryside.

On the other hand, the fourth teacher who was not familiar with the concept of TPD was T2
who was from the city and teaching in the city. I can attribute his unfamiliarity to several
reasons. First, he is a young and inexperienced novice teacher. Second, although he was living
and teaching in the city where most PD activities take place, he did not receive any kind of
teacher professional training and that could be because of the terrible conditions that were
prevalent at the time when the interview with him was conducted. Also, though some types of
TPD training were taking place at the time of the interview, it may be that the school where he

was teaching was not yet chosen for it.

To sum up this section, it is notable that all these four teachers who were not familiar with the
concept of TPD shared lots of characteristics with regards to their background including: sex
(all are male teachers), age (all are in their early twenties), years of experience (less than five
years of teaching experience), place of teaching (3 of them were teaching in the countryside,
but one in the city), qualification (BA degree, none with any higher/other degree), and lack of
training (none of them had followed an appropriate kind of initial teacher training). So, I can
say that they are all novice teachers. Furthermore, these teachers have not had any dedicated

initial teacher training beyond academic courses in a BA: these courses might cover teaching
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methods and language learning as academic subjects, but not much linked to practical

classroom teaching or teaching practice.

5.2.2 Teachers who could provide a definition of the concept of teachers’ professional

development

In this section, I will present the data related to teachers who were familiar with the concept
of TPD and who could offer some sort of a definition of it. It is reassuring that these teachers

represent the majority of the informants (sixteen teachers out of twenty teachers).

The informants’ different definitions of the concept of TPD revealed or focused on five main

aspects of TPD:
1. General nature/defining features of TPD.
2. Medium of delivery/reception of TPD.
3. Purpose/aim of TPD.
4. The effect of TPD on teaching.
5. The rate and the timing of TPD

I will in the following sections, shed light on what the teachers said about each of these in turn.

5.2.2.1 General nature/defining features of TPD

Many of the teachers offered what could be seen as the defining characteristics of TPD which

I can compare with and relate to those in our literature review.

Many of these informants spoke of TPD as a training process. Eight of these teachers, so half
of those who claimed to know what TPD was, referred to this characteristic. In this way, these
teachers showed that they viewed TPD as provided by others rather than as primarily a teacher-

centered activity. For example, T1 stated:

Yo S FEX YNV EON, W P [ VSR PN 8 PSREE I S » EQS I SR G118 BN BT 00N | SV PR v

"o N[N
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“I think it is training those working in the field of teaching through workshops or lectures that

introduce teachers to the best techniques and teaching methods.”
T8 also defined TPD as training:
"] Jad o sl slat o) g S oST g el Ladla i€ Bl g cpataa cpmn )30 ) 68 6Sa0 e e Ty a5 adly adie |

“I think it is training teachers to be good teachers.” but did also in a way recognize the active
role of the teacher in the TPD by adding: “And I always wished to be like that and to improve

ourselves for the sake of our students.”

Another teacher drew a comparison between TPD and training that takes place in companies,

especially for new staff (cf. PRESET). T19 clearly stated that:

(ks S saaa 1500 S[Tcu iy g shaly (il [ and 4S5 JS 8 IS 5100 48 el el Agdi o o5 il i)
"ol Halee (i A [ pen s aeliali Cus TR ISV Al 3l te Gadaiy 18 o e )5 Jee

“I think it is something similar to what I know about companies. In every company, there is a
special department concerned with improving and training new working staff in theory and
practice. And I think this is applied for teachers of English with regards to qualifying, and

training them in order to start the process of teaching.”

These teachers then viewed TPD as a sort of training, though they did not for the most part
elaborate on what they thought that training should focus on. T19 above did however refer to
training in "theory and practice" which does echo a broad distinction in the literature between
what Wallace (1998) called the "applied science" model where training is done by academic
experts in lectures delivering research or theory based guidance, and the more experiential
training found for example where trainers have trainees observe experienced teachers teaching

or personally engage in teaching practice on which feedback is provided.

By contrast, some teachers spoke of TPD in a more teacher-centered way, focusing on the

following aspects.

Increasing teachers’ awareness: some teachers spoke of TPD as something that leads to
increased teacher awareness (3 teachers). For example, this idea was clearly emphasized in

what T5 said:
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“I think teacher professional development means that a teacher should be fully aware of his

way of dealing with his students and his method of teaching.”

This is widely seen by experts as a key component of TPD: teachers who are more conscious
of their teaching practices and have reflected on them are also in a better position to evaluate
what aspects of their practices they may need to adjust or change. That is because these
teachers are more aware of what stage they have reached in their PD. T5 did not however say
how the awareness would be generated, e.g. prompted by an outside trainer or from the

teacher's own introspection, or other activities.

Several teachers thought of TPD as a means to improve and develop the teachers’ own self in
some relevant way, i.e. self-improvement or self-development, as a process of change by ones’
own self. This goes with what was emphasized by some researchers. For instance, Bell and
Gilbert (1994) stated that “teacher professional development can be viewed as teachers
learning rather than as others getting teachers to change.” (See further, chapter two, section2.2)
T8 voiced this in general terms, making clear that while the focus was on teacher improvement,

but the ultimate purpose is to help the students:
"L sl ol ) sk Gl 5 SIS 0 5ST G el Ll S Ul Gana 030 55500 L el e i 4 e

“I think it is training teachers to be good teachers. And I always wished to be like that and to

improve ourselves for the sake of our students.”
T1 voiced the idea in terms of teacher skills:
" ) Al s Biles ST A8 Sy L Slaall il 3Ual) o1 a1 ) jlgenl i

“improving skills for dealing with students and delivering information in a more effective and

easy to understand way”
as did T9:

s aalailadlee  ghai[ e a1l jlg[aladin) 5 alailidee Gt Jal OlIdeadN [ Aaa¥) ) ghaifl]adly Sie ) "
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“I think it is the positive development toward the best in order to improve the teaching process

and employ teachers’ skills to improve the teaching process towards the best.”

T16 similarly referred to skills, but with a clearer indication that the teacher is in charge of the

TPD process:

40 50 yilTAakan 1] S 5 oty Loy Lo gt g 45 Jle (180T (Ao (a1 508 8 ( yaal[ gl ohailTY
" e Nl

“teacher professional development is the teachers’ ability to improve and develop his skills to

fit in with the educational process and modern demands.”

T11 spoke similarly, but referred to teacher strategies rather than skills:

O AatiaNliati) yiu¥) daals (il o ot o G paalldens Cua i Sl 58 (e el [AigaT il )"
" A I Axl

“Teacher professional development is something inevitable where the teacher works on
improving himself with regards to the strategies adopted for teaching English language.”

Likewise, T17 shared the view of T11, saying:

) 55 ST ST 3 Aaa Tl i) ) gLl DA ¢ 1 an Ty ol shai s y2al [ AsigalTApamill )"

"l s JSA dadiallly jaanl]

“teachers’ professional development is improving one's self and one's work by employing the

most modern strategies in teaching which are up to date and widely used”.

While all these teachers share the idea that the teacher is responsible for his/her improvement
through TPD, they mostly do not indicate how the teacher achieves it (e.g. through seeking

training or through reflection on experience, etc.)

Finally, the majority of these sixteen informants, when asked about their own definitions of
the concept of teachers’ professional development, used words like improve, develop, growth,
new, modern, better, best updates which imply a positive process. I would analyse these

perspectives as falling into three categories.

A few teachers such as T16 talked about the idea of TPD as change and development with

words such as develop, growth. Likewise, some researchers defined TPD as leading to growth
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and development. For example, both Glatthorn (1995:41) and Keiny (1994:158) respectively
emphasized the idea that TPD refers to teacher professional growth. For Glatthorn (1995:41)
“Teacher professional development is the professional growth a teacher achieves as a result of
gaining increased experiences and examining his\her teaching style systematically.” And for
Keiny (1994:158) “It is a process that involves teachers’ investigating their practices to
construct their own theories of teaching. Teacher professional development can be seen as a
process of professional growth.” Likewise, Rose (2006) compared PD to a journey which starts
with inexperience, then undergoes further study until the teacher gets the feeling of having

arrived as a professional.

Several teachers talked about the aim of TPD as in terms of keeping up with contemporary

ideas using words like new, modern, updates. For instance, T17 defined TPD as:
"ol g IS Aailally par [TeS) g5 ST 3T 8 Aas bl i) AT el JIA e 1T

“work through following the most modern strategies in teaching which are up to date and

widely used.”

Also, some teachers defined TPD as a way of “updating” teachers on scientific development,
incidentally implying that new ideas come from outside rather than the inside: not from the

teachers’ own self. For example, when she was asked for her definition of TPD, T7 stated that:

B0 da e A8 ks Siupdates [1 s (el e[ gaiady &l ysa o 5 5ke 58 Lay )"
ity 4TI o S QAT 50 S (10 s L i (S5 521 A s i
"aelee Jal A Ban o Lee L agd sallay [0 500

“it may be training courses that the teacher may follow for ‘updates” in the field of teaching.
For example, I myself during the training courses that I followed previously noticed that
trainers usually call people back according to their subject area and update them on what is

new in their field of work.”

By comparison, T12 referred to TPD with regards to new teaching methods:

¥ Ol jlgallad ) STbagy 43l 5 OUalTa [ i85 (u s yallTelac) 8 B (3 ey (3laty 40y i |
" sl Ay Hill]
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“I think that it is something related to new methods for delivering lessons and discussing them
with the students. And it aims at improving the teaching skills and techniques of the teacher.”

For T18, TPD means following what is new and interesting in the subject:
" LY Jla [ adal h uaa LIS Al 58 axd”
“Yes, it is following all that is new and interesting in the subject area.”

Many teachers talked of TPD as aiming at quality, better, best things or particularly improving

(which means 'making or becoming better'). For example, T1 stated:

o ) Juzadly (s yall iy [ yuala [0 Jae il s IAA ¢TI i [ A Gl U ey a5 40l asic |

"o XNGE

“I think it is training those working in the field of teaching through workshops or lectures that

introduce teachers to the best techniques to teaching methods.”

Also, for T14 it means making better outcomes of the educational process:
" Apalai A Lanl [ Jaadl daliil (38 ST sm il Ja) jall] 58"

“it is the stages and factors that result in achieving better outcome of the educational process.”

5.2.2.2 The Medium of Delivery of TPD activities

Some of these informants talked about the medium of reception or delivery of TPD. In their
answers, these means by which they understood TPD to be delivered were often indicated by
the keywords through, by. I will summarize here the media they mentioned since this theme
will be revisited later when covering the types of TPD activity which teachers report they have
actually experienced (answering RQ?2). For ease of understanding, the list of what they said
will be organized, and presented moving more or less from external providers to collaborative

and then teacher centered means.

It is worth mentioning that these teachers did not spontaneously mention all of the list of
activities suggested in chapter 2. For instance, none of them mention looking for problems,

and/or keeping a journal, and reflecting on that. Most of the ideas seem to involve outside input
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of some sort, such as another person or a book etc. This may in fact suggest that the teachers

are inclined to view TPD as more provided by others rather than done by one’s own self.

-Training Courses: half of these informants (8 teachers) believed that TPD can be achieved

through courses whether in-service or pre-service. For instance, T3 stated that:

"l (8 el Ao (s paallanadds o dan 5355 50 0o Boke "
“It is a training course which teachers are encouraged to follow in some countries.”
Similarly, T17 said:
" el il A G TSN W) Al s T a shy (o TASLAYL Liasd) STy 1)) g2 S o))"

“All training courses that I followed in addition to the teacher qualification diploma are

nothing but forms of teacher professional development.”

Many researchers have emphasized the importance of training courses, with the idea that one
of the main conditions to be met if learners are to successfully learn a second language is that
teachers must be adequately trained (Enever, Moon & Raman, 2009; Emery, 2012). Indeed,
this is important not only for improving the teacher's teaching, but even mastering the strategies
of TPD itself can be enhanced by training. However, from my knowledge of the sort of courses
that the participants might have come across (refer to chapter 3, section 3.4), I would imagine
that the sort of training these teachers are referring to is probably not training in reflective
CPD, but in ideas or techniques to use in class, or they may mean the ones on ITE, general

teacher training courses, training on how to use the new English Syllabus and ICDL.

-Lectures: three of the informants spoke of lectures as a medium of TPD. For example, T1

declared that:

) Juzadly (paas yhalTy oSGl yuala [ 5 Jae iy 5 JOA L Gm S [ 8 Gl Uy 55 43y asic |
"o, S
“I think it is training those working in the field of teaching through workshops or lectures that

introduce teachers to the best techniques and teaching methods.”

Likewise, T10 spoke of lectures on English teaching methods given by him to novice teachers

as a good way of delivering TPD. These lectures would be ones given in the regional city, or
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maybe at the same school where experienced teachers teach or in some cases can be delivered

at teacher training centers. Also, T13 believed that TPD can be achieved by:

a0 B i G O] eV sa Al a8 3 A I () g ja[]leshay presentation ) sas DA o[

" ARNA [l gl s sl B[ KA [ Icontexts (& ) s 3 8 ) 1S ) U gead

“attending presentations delivered by more experienced teachers and these teachers may talk
about their teaching experiences especially if they taught in different contexts, cultures or

levels.”

- Higher degree course: On the other hand, some teachers spoke of pursuing higher studies as

aspects of TPD. For instance, T11 believed that TPD can be achieved by:
"lala bl HaRa T, ez T8 3allad ) (e Jax[lT
“working on better improving the educational qualification.... Pursuing higher studies.”

Most probably this teacher refers to doing an MA at one of the Syrian universities as this would
implies, upon graduation, eligibility to give lectures at the universities, so he would be better
paid and enjoy a better social and probably administrative position. By comparison, T17 stated

that:
" el [Aniga N Agas TG WS Y al[lg g 5 mdaﬂi[ejled s TABLAYL Lgha) SR i) ) galiJS o)

“all training courses that I followed in addition to the teachers’ diploma in education are

nothing, but forms of teacher professional development.”

- Books and similar resources: some of the informants considered reading books and similar

resources a good means for enhancing their own TPD. For example, T12 clearly stated that:

il sl e &M L IMALaYL ST G se) i OMA G e, ol e Japu g1 e o juaidl 517

" O e ans [Aaas 1]

“I just had a brief idea of some teaching methods by reading some books in addition to being

aware of the traditional teaching methods of some teachers.”
Similarly, T15 regarded:

" 328 ] yalia el j3 g Sae Gl ,U’_a\}ﬁ.'\ ’3‘*\:\)33 Gl g



125

“training courses, attending seminars, workshops and reading useful sources” as important

aspects of TPD.

- Workshops: four informants referred to workshops while giving their definition of the
concept of TPD. One of them mentioned the “technical” kind of workshops where teachers
will be introduced to different types of technological resources such as: computers, projectors
and how to use these in the classroom. T13, stated that:

b LeTainl 4 5 a1l Cam yaall] iy y23 o sagd Sl technical workshops (e[ ]<lla o

”.QJ.AAE

“there are technical workshops...that aim at introducing teachers to new and modern

technologies and how to use them in the class.” T1 referred to general teaching workshops:

oY) Juadly e saa Ty ya3[ W)yl dae il 5 SR O Iom 80 T8 Cnlla s s 4y asie "

"o S

“I think it is training those working in the field of teaching through workshops or lectures that

introduce teachers to the best techniques to teaching methods.”

Indeed, experts regard workshops as one of the most common, powerful and useful forms of
PD activities for teachers (Richards, Gallo and Renandya,2001; Richards and Farrell, 2005;
Farrell, 2008). As stressed by Richards and Farrell (2005), workshops take teachers out of the
classroom to forums where they can share problems and concerns with colleagues or teachers

from different schools and motivate them to share their experiences and ideas with colleagues.

- Consulting experienced teachers and exchanging ideas with colleagues: for one of the
teachers, TPD can be delivered by depending on other good teachers’ experience. For example,

T5 stated that:

Baac) G105 dimy G pal ... A3 1dS (8 A8 Jad) Cpa paallad e g pdalladdiag o) g jéallY

".L“)-\Am

“the teacher should depend on the experiences of better teachers .... Because in every school,
there are teachers who are considered as the cornerstone of the school.” Moreover, T20 referred

both to colleagues who are in Syria and those who are in other countries:
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B LA AR B0 s 5 A Ol (8 s e[ laaNdAUS (& e e[ Aiga VAsatil ) e )"
"o B s A plaal]

“I think teacher professional development is .... exchanging information with teachers in other

countries on teaching and in both the field of informatics and teaching methods.”
T16 also believed that TPD can be pursued by:

" all]y ¢ U1 [SEY) Jals
“exchanging ideas with work colleagues, and teachers.”

- Classroom observation: For some teachers another way for receiving TPD is the observation
of the teacher by a more experienced teacher (or the head teacher) or vice versa. Then, the
teacher can get feedback, suggestions or ask the experienced teacher some questions after the

class. The idea was clearly emphasized by T13:

woxllofeedback slacbs e sl oSy 8ale 138 5 i (e [0 ¢ A 3 A1 )k 28 s 1w a1

"8l pall] 9 Ayl a0 (sl plam A )]

“a novice teacher may have his class monitored by an experienced teacher followed by
feedback given by the experienced teacher. Or in some cases the head teacher can be the
observer.” This teacher refers to the teacher deciding he wants someone to observe him and

give feedback. T13 went on to say that:

S AL e[ 0 5S O) CSalTp D B0 ST (s pa B g 53 s a1 pudany o 4SSl S
" oealoe Gasal[ [ all])

“Also, there is the possibility of the novice teacher attending lessons of more experienced

teachers and then they may have a meeting after the lesson to talk about it.”

- Using the internet and modern technology: for the majority of teachers, an interesting medium
of delivering TPD is the use of modern technology and the internet and this includes both the
use of modern technology as an external source of higher wisdom to read articles, online books,
ELT journals as well as using it as a collaborative source of idea sharing between teachers. For

example, T9 believed that TPD can be achieved by:

" i) A G S 5l 5o 0o il el Aodan 1] 3 BTyl Tl a85l”
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“using the computer for improving the educational process and searching for modern
techniques and strategies through the internet.”
Likewise, T11 stated that TPD can be attained by:
" DU T I [l 1] sl g3 9 (0 el [ 8y aa sal[1JS e g ST SEY) g gl [Naladiul"

“using the computer and internet to be updated on all that is new and useful for the teacher and

is in accordance with scientific research for dealing with students.”

- Consulting students or parents for their opinion was indicated by T16 who believed that TPD

can be achieved by:
" elYl g QUall], L alel Y dalat
“exchanging ideas with... students and parents.”
TS5 interestingly stated that:
i ) 2T &l SIS oot ki e pa[Idhail g Gl e e of AS[Y | el
" A allBaae ) G0 9 ey G po[ Ay [0S (A a8y | SBR[ L g )3 ) e

“the teacher .... can ask his students who is the best teacher in their own opinion, then he can
get in touch with that teacher or even attend classes of that teacher to benefit from him. ....
because in every school, there are teachers who are considered as the cornerstone of the

school.”

Here, however the students are not so much considered as themselves a source of valuable
information for the teacher, e.g. through their own comments on the teacher's lessons, but

simply as a means to access a better teacher.

-Teacher reflection. The closest that a teacher comes to mentioning this is perhaps T11 who

stated that:
dal O Aatalebadl i) Cus G Andi pehal e updalldeny Sun L od el [AigalAeasl] )"
" A I AR[ITBAl [ s

“Teacher professional development is ....where the teacher works on improving himself with

regards to the strategies adopted for teaching the subject of English.”
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It is not clear however whether T11 refers to reflective self-improvement or self-improvement
by some of the means mentioned above such as reading, or choosing to attend workshops etc.
TPD can be achieved by reflective practice where teachers use their critical skills applied to

their experience (Burt and Keenan, 1998; Crandall, 2000; Burnett and Lingam 2007).

5.2.2.3 Purpose of TPD

Next, [ will talk about the third important aspect of TPD, as revealed by the informants in their
definitions of the concept of TPD, about what they think the purpose to be of adopting TPD.
Many of the informants defined TPD in part at least by reference to its purpose, or what aspects
it might change beyond just general change or improvement. The informants often referred to

the purpose of TPD with the words in order to, to, aims at.
T10 gives the most comprehensive list:

AEMAY) 5 4 50 5015 A yraTTag 85 gl slal s agdl ) L sdal s 5aasil (s )dallangibont 3 yaias[ gl dglac A"
138 5, Ja 5k (el e 130 Jag o8 )W) 5 Jar (1138 ansli g (g yal[ o [Ball]Jan V] g8 aag [Ty ., A&l &y oYl g

"B s (95850 Suall (el ) 434 ) sl

“It is a continuous development process aiming for teachers to change and improve their
beliefs and practices as well as their educational, knowledge, moral, technical, and
administrative abilities....the purpose is the ideal work of teachers, giving more importance to
this work and improving it, so the teacher feels that he is well qualified. This feeling results in

the teacher experiencing a distinct sense of success and security.”

It is notable that experts like Borg would argue that TPD needs to change teacher beliefs, not
just practices. However, apart from T10 teachers mostly think of it as working directly on
practices, not via beliefs. Furthermore, none of the other teachers mentioned anything to do
with morality or administration, or teacher feeling/affect, though all those are mentioned by
experts (see section 2.5). It may be interesting to refer to his background for explanations for
why he managed to provide this especially rich definition of TPD. In fact, he is a male teacher
in his late fifties who has more than 35 years of teaching experience. Unlike the four teachers

who were not able to provide an appropriate definition of TPD, T10 had followed two kinds
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of training courses; a teacher qualification course and ITE course. Furthermore, he is a well-
known teacher of English in the city where the interviews were conducted. On many occasions,
T10 has given workshops, seminars and TV talks that were organized for novice teachers.
Therefore, when comparing the definition that T10 offered with those who were unfamiliar
with the concept of TPD, I may conclude that there may be a relationship between external
training experience, and being an experienced teacher, and familiarity with the concept of

TPD.

Most of the other teachers mentioned all sorts of aspects of teaching practices either in general
'the teaching or educational process' / methods / 'field" of teaching or more specifically under
the following 4 subcategories: teacher delivery skills/ strategies/performance, classroom
management, time management and students benefit. This is consistent with researchers such
as Bell and Gilbert (1994) who defined TPD as a learning process aiming at developing the

teachers’ own classroom practices.

-Improving teaching and education in general was for example indicated by T9:

" S g aslaii ey shail [yl el ki s adaiiislee st Jal 17

13

.. in order to improve the teaching process and employ teachers’ skills to improve the

educational process towards the best.”

As was stated by T13, perhaps prompted by the fact that a number of training courses in Syria
are not specific to English teaching (e.g. ICDL, ITE), TPD can be both general and subject

specific:
Ly (STl 1 pudiy A8laS[ ) HlgalToda (5 oS5 28 Waibis & SO WSy L. A ) g ) Hlgall Ca yallay g 3"
" bl addaiToe Alle Sl eS8 5) Gupmall
“to equip the teacher with the necessary skills .... and as I mentioned earlier these skills may

be related to the same subject that the teacher teaches or it may be general skills for teaching

and learning.”

- Improving teachers’ skills, strategies and performance in English teaching (7 teachers

emphasized this idea). Teachers gave examples of these such as T11:
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“Teacher professional development is something inevitable where the teacher works on
improving himself with the regards to the strategies adopted for teaching the subject of
English.”
T1 further stated that the purpose of TPD is:

" il lens s Buleld ST 28 ylay il Blaall a5 U T a (IO Lasl g8 gl pai”

“improving skills for dealing with students and delivering information in a more effective and
easy to understand.”
T1 here seemed to be thinking particularly of teacher skills in presentation of material to the

student, without the student being actively involved. However, he added:

" Glallls 2GS s3I sk dal [

“....and to improve creativity for both the teacher and the student.”

Thus, he comes closer to the notion that TPD should involve the teacher “seeking to understand
the process of teaching and learning in their own and others’ classroom.” (Wajnryb, 1992:9).
-Mastering the skills of dealing with students or classroom management was stressed by T13

who saw TPD as:

"8 8] B Led saling (ST [Ty Ay 5 pall ) g U G p2a [Vl 5 53"
“to equip teachers with the necessary skills and needed experience for managing their classes”
- Making use of time effectively to get good results. T18 highlighted the idea that:

" el (gia 1S B TN 5 alaallelal aent sa Cang I

“the aim is to improve teacher performance and exploiting time in an effective way and

achieving best results.”

- Students’ benefit: only one teacher mentioned that the purpose of TPD was ultimately for the

students’ benefit (without referring to the teachers’ benefit). T8, stated that:

"] Jad o sl slat o) g S 6ST el Ladla i€ Bl g cpatia e 530 ) 68 6Sa0 e e Ty a5 adly adie |
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“I think it is training teachers to be good teachers. And I always wished to be like that and to

improve ourselves for the sake of our students. "

5.2.2.4 The effect of TPD on teaching

Some responses, in effect, suggested what actual changes to teaching the teachers thought TPD
might change, in their views. In other words, they are thinking of what specific methods of
English teaching any training might or should promote. The focus on change in practices rather
than beliefs fits with the focus on teacher delivery skills / performance in the Purposes section.
It is notable that the professional definitions of TPD do not typically define it as promoting
any specific way of teaching. Indeed, since ideas about what constitutes effective TEFL
teaching keep changing as research and theorizing on learning and teaching progresses, it
might be felt to be a considerable mistake to associate TPD with any particular techniques or
methods of teaching English. The main ideas that the teachers thought TPD should be

promoting were as follows.

- Bottom-up teaching: change from traditional teaching of a grammar rule followed by practice
to having students work out the grammar rule from examples (if their level is suitable). In this
way, there is a reference to top down deductive teaching (rule > example) vs bottom up/
inductive teaching (example>rule) also known as data driven learning (DDL). This idea was

clearly implied by what T5 said:

S A 538 (5[ g O [Ta [ [Uad by JIWS 3 (e (a1 5Sh O (i (el [Aaigal A1) adie ]
(s sl 13 Cpitada il s G il cary ol (s sl Bac B p2allz i () 8 el i1 I shasd
GOl elae ) day aliin 3ac [T saitiun g (u oG @Ml adaioy o) 8 Coall] A adnbi[ a3 )
1 oy T Aaalll 8 U5 sias T 8 i 5 ol ST s S 131 W) ¢ 57130, iy (3,450

“I think teacher professional development means that the teacher should be fully aware of his
way of dealing with his students and his methods of teaching. For example, the general method
of teaching is that the teacher provides the grammatical rule and the lesson, then he gives
students some practices or exercises, applying this traditional way of teaching. The method

that I wished to apply in my class is that students enjoy the lesson and conclude the
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grammatical rules after giving some examples. But this will not happen unless the students’
level is better as there is a difference in the level between students in the city and those in the

countryside.”

- Adjustment of amount of information delivered to what the learners can cope with: This idea

was stressed by T8 who said that:
A Blaal5[1% 50 @taletac) o JEalldiw e A blxallelUae) 48 5[] e e alldany O g e | LS
"% 10 Y e 5 5 %100 addac ) o[ gaie Juadl 5o 4l i

“as I think, the teacher should work on the way he delivers the information. For example, if
the students are given 50% of the information and they understand it, that is for me better

than giving 100% of the information and the students get only 10% of the information.”

-Integrating technology into education: (2 teachers) Examples of this are the use of computer,
projector, Internet as well as teaching aids. TS highlighted this idea by stating that:
Qo) adaiT] 8 La s [3STIJES el BUaia [ el slal) addiiog o dalad Lig A daaily i g o1
O Cun £8) 55 A Al [l {5 i o 5 S OS5 alall L 5[ () giahy | 538 ag Coi oM s yaall]
" Jadl sl () ey g (sl o sbuly GOl gy Cae el adan ]

“whoever wants to improve himself should adopt the interactive way with his students; I mean
integrating technology into education. Most teachers I met were wishing to integrate
technology into education, but this was something theoretical not related to reality as most

teachers were teaching in a traditional way whereas they opted for a better way.”

All the above suggestions share a broad movement away from the teacher being the center of
decision and delivery of what is taught to consideration or involvement of other agencies, such
as the learners or technology. These are indeed current themes in TEFL, which these teachers
might have heard about. However, they are by no means uncontested. The last approach for
example conflates the use of technology with more student interaction though of course the
two are not necessarily linked. Indeed, a very common use of technology in teaching is for the
teacher to use PowerPoint presentations, and these, unless handled carefully, can in fact be
quite 'traditional' and non-interactive leaving the students as passive receivers of excessive

information about language rather than active participants in language learning and use.
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5.2.2.5 The Rate and the timing of TPD

Although many teachers saw TPD as a process, only one mentioned an important aspect of the
expert concept of TPD (see chapter two, section 2.2.1, Harmer, 2007; Harwell, 2003:106)
which is that it should occur continuously. That teacher is T10, who we saw earlier was

especially well informed:
n.s)m [w :\..1\.‘4.:; }A”
“It is a continuous development process ...”

By contrast, some other teachers saw TPD as occurring only at a certain time. Training courses

can either be a pre-service or in-service as indicated by T13:

pd s HOEs a8 IS a5l J a5l CpudallCudhy Ggulal (o8 (el Asigall] dpaiily

"o sl] BOMY L saling S Al Ay )5 e Nl el

“Teacher professional development is a practice of training certain subject teachers before or
through the period of teaching in order to equip them with the necessary skills and needed

experience for managing their classes.”

Most probably, this teacher mean that it is training that occurs on repeated occasions, e.g. once

every few years, but not continuously all the time as T10 says.

By contrast, one teacher viewed training as something that should take place just before
starting the profession of teaching in order to prepare the teachers for the realities of the

classroom. T19 clearly stated that:

ol 5 G55 08 Basaal) S s sl A8 55 S S ) e 4 pe Ll A o s il
"ol Alee (Al g 535 aghall (e A ISV AR o pae e iy 138 o e

“I think it is something similar to what I know about companies. In every company, there is a
special department concerned with improving and training new working staff in theory and
practice. And I think this is applied for teachers of English with regards to qualifying, and

training them in order to start the process of teaching.”
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5.2.3 Conclusion on RQ1

Comparing what teachers say with the expert characterizations of TPD (see chapter two section
2.2), I find the following:

Only one of the teachers (T10) mentioned the important aspect of TPD as being a continuous
process that should take place throughout the whole career as a teacher. Probably this is due to
lack of an important aspect of TPD in Syria; absence of pre-service training courses.

On the other hand, some of the teachers defined TPD as a matter of development, and growth;
as a process of change, and this in fact voices some researchers’ definitions of the concept of
TPD, such as Glatthorn (1995) and Keiny (1994). Some teachers however augmented the
notion of change with further characteristics using words such as new, modern, update,
improve, better, best, which were not used by researchers in their definition of TPD.

Also, very few teachers defined TPD as a matter of teacher learning, there were indications
from the means of delivery of TPD that were mentioned that the majority of teachers
considered it as more likely to be something provided by other stakeholders (probably in the
form of training, workshops. etc., or advice from more experienced teachers). This idea goes
against what was emphasized by Bell and Gilbert (1994), which is that TPD is or needs to be
essentially a teacher centered activity.

While both the experts and teachers agree that TPD should impact on teachers' practices, the
experts recognised a wider range of things affected, such as teacher beliefs and emotions,
which only one teacher (T10) recognised. Hence there seems to be an implication that none of
these teachers see that a change in belief should occur first so to change practice, where by
contrast TPD might be seen by experts as needing to affect teacher beliefs about teaching first
so as then to impact on teacher classroom practices.

Finally, some of the teachers seemed inclined to associate TPD with the promotion of certain
specific methods of teaching, which is not part of the expert view of TPDAII in all, I might say
that most of teachers exhibited beliefs about the nature of TPD which show they have only
some partial knowledge of its characteristics as understood by experts. We will see later,
however, that in practice they reported pursuing a wider range of activities that are, in fact,

TPD, without it seems being aware of them as being able to be regarded as TPD.
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5.3 RQ2: What types of professional development activities do teachers of English
say they are engaged in? and RQ3 Why are teachers of English involved in a

professional development activity of this or that type/sort?

For convenience, I will present findings relevant to RQ2 and RQ3 together, as they are
intimately connected. To start with, Table 5.3 (see appendix I) attempts to summarize some

basic recurrent themes in the responses that are relevant to answering RQ?2

5.3.1 Reflection after class

From Table 5.3 it may be observed that the majority of teachers interviewed (17T) declared
during the interview that they currently had the habit of reflecting after delivering their classes,
as a spontaneous, self-chosen practice. For instance, T4 stated that he focused on the negative

side; what was wrong:
‘JSJ ‘JSU-A&B&-\.\S}DSJS‘ u\ d)LAi &A&i&-\l&ﬂwi _)S.ﬁi ui d}hi}&-\%[zﬁé\‘jmﬁﬁ}ém“m
RRPLS PR giei...;

“what I do is remembering where my students seem confused, or I try to remember where I

did something wrong. I try to think if I did so and so.... I keep things in my mind”.
Similarly, T8:

A0 cadae§ il Layy ol elli (] ST Adaiflodn Ao 385 syl sl s J el ga ) sl elac ) sy SE["
RRPTS
"For example, after delivering the lesson I go back home and I say I wish I gave more emphasis

to this point more than that one, or I may have given too many examples."

Reflection is often seen by experts as important for 'problematizing' teaching, so as to see

where improvements can be made, and has been widely promoted as a means of TPD.

It is notable that both these teachers refer to reflection primarily on where they themselves may

not have performed optimally. They do not for example blame the learners for any
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shortcomings. This could be taken as a sign that they hold effective beliefs and many studies
have underlined the importance of effective teacher beliefs. Effective teachers ‘act on the belief
that all students can learn’ (National Board for Professional Teaching Standards, 2007) meet
the needs of diverse learners (Darling-Hammond, 2011), and believe that teachers can
intervene to make a change. In this way, effective teachers have interventionist beliefs about
students; a set of beliefs that lead to effective teacher practice, and improved student
performance and self-esteem (Jordan, Lindsay, & Stanovich, 1997). Ineffective teachers, on
the other hand, hold what have been called 'pathognomonic' beliefs, and simply blame students
for anything that is not successful rather than reflecting on what they themselves could

improve.

More teachers, however, (T1, T12, T16 and T19) reported that they reflected on both the

positive as well as the negative sides of their lessons. For example, T12 stated:
" o0 Aaalil] e s Al (T8 S L ol elUae | aay C8 5[1] 2y a1

“I spend some time after delivering the lesson to think of the successful and unsuccessful

aspects of my lessons”.
Also, T19 said:
" o A [l s AV il sad [l G pa[JS of el "

“It is undeniable that every teacher considers the negative as well as the positive aspects of the

lesson”.

Interestingly, one of the teachers mentioned reflecting mainly on the positive features of the

lesson T16 stated:
Jaely oINSt 5 STl s Ndalatl 5 a2l Aulag¥) il a e 58 10 slal Ll Ul
" aeS Fuadd LAY il sall] sk e
“I always try to focus on the positive sides of the lesson and neglect the negative ones that

faced me during the lesson. And I work on improving the positive side of my personality as a

teacher.”
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Some teachers importantly made explicit the additional point that reflection on the lesson
before could inform the lesson that followed. T16 for example said:

" ST A Dpaad Lt A& o 1| e 110 TRl Ty dalaa¥) il sa O TGH LG ani

“yes, quite often I think of the positive as well as the negative parts of the lesson. I do this

while I am preparing for the next lesson”
and T8 said:

"Aliall 5 a1 8 ISEY) s2a (3o 8 Linsa
“ok, I may apply these ideas in the next lessons”.

The above evidence therefore shows that at least some of these teachers are aware of the idea
that teacher reflection plays a pivotal role in the process of their PD/learning in the sense that
teachers continually reflect on and examine their practices to make informed decisions as far

as their instruction is concerned (Carpenter, Fennema & Fanke, 1996, Ball, 2009).

It is important to further note that all these seventeen teachers who reported reflecting after
delivering their classes stressed the idea that it is something that they do "currently. Some

teachers however pointed out that they reflected more when they first started teaching:
" o ) s Y B EIIIMNA L) sl sy 8l a6
“I reflected on classes especially at the beginning of my own career as a teacher” (T5),

background information shows that this teacher did not follow any kind of training, so this
might be his own idea that came as a result of the need of change or act differently. Teachers
also varied considerably in how often they claimed to engage in after class reflection at the

present time: T7 reported reflecting after every lesson, T8 reported

" 500 O %80 (8 I ani
“yes, I reflect on 80% of my own lessons",
whereas T11 stated:

" Ay o s 0a I
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“I reflect on my own lessons every now and then”.

I may interpret the teachers’ points of view as showing, for the most part, that they see
reflection as a continuous timeless and lifelong process: they reflected after their classes in the
past, “present” and they intended to reflect on their classes in the future, combined with what
T8 and T16 said earlier about using reflection on a previous lesson to prepare for the next
lesson. This agrees with what was stressed by Butler & Schnellert (2012:1208) that teacher
inquiry is recursive in that “inquiry is nested within cycles of deliberate, self-regulated attempt
to advance their own learning.” This same idea was highlighted by many researchers such as
Jaccobs and Yendol-Hoppey (in Martin et al, 2014) who stressed the idea that teacher inquiry
should focus on teacher’s concern where reflection is cyclic, teachers go through the process
of data collection, observation, reflection and making decision about the results of their
inquiry, then they go through the same process of inquiry again. As indicated by T4 who

showed evidence to make a change:

& o)) s U 8 e Les Y 138 5 13K caled iS5 ST of Jglal s Uas fd cled ol S0 o) Jglal
Al e san S0l s e ol S Al T

“I try to remember where I did something wrong. I try to think if I did so and so.... I keep
things in my mind. Even if I teach next year, I remember that I have to change things that do

not seem appropriate.” Also, T8 said:

S A culaef Ly y ol @l o ST Adaiieda e oS il s el g ) s 3 Tslae ) aay DB
" Alall] w5 a0l 8 ISEY) o2a (Gal i 28 L

“after delivering the lesson I go back home and I say I wish I gave more emphasis to this point
more than that one. Or I may have given too many examples. Ok I may apply these ideas in

the next lessons.”
T12 said:

e NG el DA o) el oy il slaally HSEY) | sagh 8 1538 13) Lo D h 00l (S [ DALY
1) Lasd JS;UMJA‘ Olb e UE‘—‘MEL:‘-‘:‘-‘SDHE} L)‘JJEODHS IS 2y 22 [ g auadl C’_\h,\) wJﬁ 3,3_\1)[
"Nl GaallI e a3 sagd 38 1 gilS
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“For example, I was not asking the students whether they understood the ideas and the
information at all. I started to feel that my students felt bored, therefore I changed my teaching
method and I started to allocate certain amount of time after each part of the lesson to activate
students on one side and to double check whether they understood that part of the lesson or

2

not.

Reflection after class was something chosen by the teacher not imposed on the teachers by

other outside agencies, as we see from table 5.3.

Turning now to the reasons for teachers so widely adopting reflection after class (RQ3), many
of the teachers said explicitly that reflection after class is a means that helps improve their own

teaching and their teaching methods. For example, T1 said:
" Adia Ve s Ny S35 [ Aabiaa e a1 8 SET Ul aas

“yes, I consider the different aspects of my lessons to improve my future lessons”.

13

As stressed by Kumaravadivelu (2003:7) second language teachers should enter into “a
continual process of self-reflection and self-renewal” in order for them to “construct their own
personal theory of teaching”. Also, as I said above, an effective teacher is a reflective one

(Brandt 2008). T9 also said that one of the main reasons for reflection on his class is:

ClTAES s Clysa[] O s 5 Iy gl Plgs (N[ 023 5 (I pmatl s [ a5 53 5 siasl [ pmn] (Sn
S gle

“to improve my future lessons, I consider what parts of the lesson the students find easy to

understand and what difficulties they face and how to overcome them in the future”.
Similarly, T19 stated that:
" Al Aagall ) sl ST 58 555 il ellae ) 5 s palll A A e il s i (IS o) JiEl”

“I consider if there are any unimportant parts of the lesson and give priority and more emphasis

to the important aspects of it”.
T11 pointed out that:

Alia Gl ol 3 S81COUallagh Ja 5 xals G 2O O (sl leilae | a4 5 )3 TGN 2108 e aiy
" Jazil g e[ urlal Ol Ioe sl amy 13 A [1JSLE[ agual a0l 513 jSalleUae | o slal 8 A0S5[
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“every teacher should reflect after delivering his classes to see if the lesson was successful,
did the students understood the idea, or whether there is a problem in the way the idea was
delivered, or the students have certain difficulties. So, the teacher can work to a better

improvement”.

In this way, reflective practice will lead to PD where reflective language teachers will be seen
as those who are “discovering more about their own teaching by seeking to understand the

process of teaching and learning in their own and others’ classroom” (Wajnryb, 1992:9).

Reflection can definitely lead to actions and changes in teacher practices as stressed by many
of these teachers. Two detailed examples are provided by both T5 and T7. T7 gave an example

of a good reflection:

A8 peala [l mm Ayl S Nchaee ST (gam Adad[ 2161w 35 S8 ) gany o[ O[Tk S o) Aiga[ 5 yié 4"
Bulla Tl S5 s ol o8 L STl 0250L Slad Aulla 1] e 357 gt g Leiu) aay 223 LS LS Alauaall
il Lo Moo WS  STAS gaca [V [T ll] a1 sraany 5 J 35l 53 520 Ol 135 ag[ Aaill sl technique
"Ll dalxila[15alyou tube

“At a certain point I realized that the students did not like the idea of repeating pronouncing
things after me. I made the effort to find some audio recordings of passages and we all repeated
after listening to them. The students really enjoyed using technology in the lessons and I taught
my students an interesting technique for them which is to go back home and listen at home to
the same voice passages that we were listening to, using the YouTube....Educational ones, of

course.”

This is in accordance with what was stressed by many researchers: "reflection is a process that
leads to a thoughtful, mediated action.” (Clift, Huston and Dugach, 1990: 23). Reflective
teachers are better able to monitor their practices, make informed decisions, respond to the
changing needs of learners, and make appropriate judgements about their own teaching
behaviors than less reflective teachers (Valli, 1997; Yost et al, 2000; McMeniman et al, 2003;
Hedberg, 2009). I could say that many of these teachers are perhaps engaging in a form of
action research, though without being aware of it, since none of them mentioned this by name

or talked in terms of a research procedure of trying out new ideas and then reflecting on the
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outcome l.e. they are reflecting, thinking of a possible change in practice that might improve

teaching, implementing it, and, presumably, reflecting on its success afterwards.

By contrast, for TS5 who taught at the countryside, his example of reflection is a questionable

one:

Uy & LE el 58 s BILYI e L agishe ) G e galalchual 4 500 (ol ca€ ) Saln
Jyd[e Udie Jda 4l Lo DA alls) el agans lain s da[] clila) el agiany | (u5(1] 58 (O[]
Sl ST 2 B ma Galt s giwl o) s, JleaaWl ale JSG i cay [ A Zo gl e jlaally) & SN
bl oLl 3 e Ta 83aT§ agalac | Cgas i) agipudl g ol alge sl IS smiy o) BTG
Al a8 5 (apadd o pdall] e iy 1A el Lo maa (] (o i of cameallo Y 4 30V AR
" S cala

“I remember that I was once teaching English to the eleventh-grade female students. I gave
them a lesson on the tenses. I explained the lesson and some of the students participated in the
lesson; some gave right answers whereas others gave incorrect ones. Generally, there was
increased participation on the part of the students. However, once I returned home, I
remembered that secondary schools in rural areas are generally characterized by negligence
and the students' level is weak. Next lesson, I asked my students to forget all about the previous
lesson. I told them that I will give them for seven or ten days the basics of English, because it
is difficult to build something right on something that is wrong. Teachers should allocate

certain time to meet students’ need.”

Usually, the reason for doing reflection is to teach better. Hence usually if something goes
well, teachers would not change it. Here the teacher says there was increased participation
(surely good), but nevertheless he decided to undo the lesson by telling students to forget about
it. He does this based not so much on reflecting on what occurred in the lesson, but rather on
some general stereotype view he has of students in rural schools. But maybe that class did not
fit the stereotype of being weak. Thus, one might argue that this was a rather questionable
example of reflection used to change practice, arguably not appropriate. Possibly he may need
an appropriate type of training in reflective self TPD which in this thesis I have mentioned the

lack of.
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I turn now to responses with a focus that went beyond reflection simply with a focus on
teaching methods. Many teachers commented on for example other aspects such as improving

teachers’ critical skills and their PD more generally as well. T16, stressed the idea that:

oS Sinadd G AalagY) il a1 sk e Jealll 8 el ans 0 slhe ) aay (ol JSa SET"
" Lig[ sl e aelug

“critically reflecting after my own classes helped me work on improving the positive sides of

my personality as a teacher and help me grow professionally speaking”.

Reflective practice therefore gave some of these teachers the chance to develop their critical
skills and attitudes and grow professionally (Burt and Keenan, 1998; Crandall, 2000; Burnett
and Lingam 2007; Ryder, 2012).

These teachers consider positive or and negative aspects and then they may act, but none of
them referred explicitly to their beliefs or echoed what Farrell (2007) stressed, how reflective
thinking helps teachers bring underlying beliefs to the level of awareness, and realize that there

is no simple solution or answer.

Finally, Table 5.3 shows that only three teachers reported that they do not reflect after
delivering their English classes and we need to understand why they might say this. T6 said
that it did not occur to him to reflect on classes after delivering them. T13 justified himself by

saying:
"o IS ATy o ) STH e gl A o Y LY
“no, I do not do that after the lesson, but I do that termly”.

On the other hand, T14 highlighted an important reason for not reflecting on his classes of

English, saying:
"L}A:\Jﬂ[d‘ﬂ: .Lﬁ.ab) &L\g‘j[d:\aa [SEETE] \J"
“no, because of the lack of time and because of the work load of the teaching”.

Such reference to lack of time is justified by the fact that some teachers are overwhelmed by
teaching. Being a teacher involves lots of responsibilities ranging from preparing and

delivering the lessons to invigilation and marking coupled with personal and family
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commitments and in some cases having another kind of job (working at banks, oil companies,
private language institutes, tutoring). Nevertheless, this did not hinder the vast majority of

teachers from claiming to engage in frequent reflection.

5.3.2 Reflection on previous term

From Table 5.3, we can see a fairly similar pattern of response to that just described in 5.3.1,
albeit with a smaller number of teachers. Only around half of the teachers interviewed (11T)
said that they reflected termly on their own English classes. When compared with reflection
after classes, it is very clear that reflection on a whole term is not a technique that is reported
to be used so often by Syrian teachers of English at secondary schools. Probably because the

majority of them reflect on teaching almost

on a daily basis, they do not feel the need to reflect on it termly, as indicated by some teachers

such as T1, T8 and T11. For example, T1 said:
" b < L QTR e 0V 13005 50 4 (S s 8 ST Y Y

“no, because I always reflect on my lessons almost periodically, so there is no need to reflect

on them termly.”

By contrast, T13 has a different view; he explicitly stated that he reflects termly as he did not

reflect after every lesson that he delivered, T13 declared:
" bt IS ST el A a8 Y Y
“no, I do not do that after the lesson but I do that termly.”

On the other hand, some other teachers indicated the reason behind not conducting a termly

type of reflection due to lack of teaching experience, as stated by T4:
AL [T X B0 (g Lsl"
“I do not have a long teaching experience.”

This goes against what was mentioned by T5 who said:
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PR IO W IV g g «f | RE [CPRPINT. o WIE PR YU LN Ja )
“I experienced that at the start of my teaching, reflecting on a termly basis.”

Moreover, some of the teachers who reflected on their classes on a termly basis, referred to the

reasons or the benefits for adopting that. For instance, T7 felt that:
Ol e

“it gave me self-confidence.” whereas for T9 and T10 there is a focus on teaching methods,

TO stated:
1 A P g ISEY 15 i) gm aLasTly a5y e

“to improve my teaching and learning towards the best and innovate in a way suitable for

students.”

Concerning the time when reflection after class was conducted, as in 5.3.1, all those eleven
teachers said that reflection on a term was something which they did at present and was self-

chosen.

5.3.3 Keeping a diary/ lesson report

During the interview, the minority (8T) of teachers said that they kept a diary/lesson report to
write their ideas, views, feelings and reflections in. Probably, the majority of them are not in
fact interested in writing things, but just keeping them in their mind for later consideration at

home, school...etc.

For some of these teachers, the diary was closely linked to reflection on their own teaching for

example. T1 said:
" ool Al o Alagl il sa ol T LA Lty pad

“yes, always to write down what I see as positive or negative aspects of the lesson.” Likewise,

T18, expresses almost a similar view:
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“Usually I keep a notebook where I write on it all important notes such as to see if my new

method of teaching is making any progress or not.”

However, these teachers using a diary in a clearly TPD related way, written after a lesson, as

a basis for reflection, were the small minority.

For others, the diary had a purely teaching related function, and was conceptualised more as

written before a lesson (signalled by should) rather than after: e.g. T8 said:

sl dlaa e cllaaMN Sl 8 ol a8 eV Ladiad galac Yy A ils paldasl COUal s il La"
At | ouiladass | aa g ddass ; [laTde ¢l o (gl STAL Hal (AU U Lede S jilTicaay <la Ji[]
" A TR el ST Jadiilais oY 3D

“depending on the level, for the primary and intermediate level I keep the ideas in my mind
or I may write down note about a sentence or vocabularies that I should focus on. Whereas for
the secondary school level, I had a notebook where I write down certain points...point one,

point two... point three, because the workload is greater at the secondary school level.”

An entry in such a diary is then closer to a record of teaching points or observed learner
weaknesses that might be used as a rough lesson plan. This was more explicitly stated by T10

who said:
" oo Daanilldal G5 aedlal s aa) sin [ aad[ Ml e claa A"

“writing down notes about students to evaluate their level and improve them, to prepare for

the lessons,”
Likewise, T14 said:

" Baaa Sl 8ISl [ Audlial e [ g yalTadad [
“lesson plan, extra information for students such as new vocabularies”

and T8 described what she wrote as:
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OIS Jlias Jualdie b Lahel o) qaay S jiall] i) Cilaiaall]am 2 vocabulary items”
" U lgany 43yl jdioms i sl sl Jad LS55 5 (aill]

“vocabulary items for example for some pages I write down the vocabulary that I should give,
or for example we choose a word from the text and derive, the verb, adverb or even the idioms

in a way that the students like.”

Concerning the time, all of these eight teachers said that they wrote and kept their diaries “in
the past” not at the time when the interview was conducted. Also, all these teachers (8T) said
that it was something self-chosen not imposed by other stakeholders to do that. However, in
fact usually other stakeholders (head teachers and supervisors) may encourage teachers to keep
what is called in Syria a “Teachers’ Notebook™ to write down a lesson plan or any other issues
to be viewed by both teacher and stakeholder. It seems the focus of this diary encouraged by
some stakeholders is meant to be lesson plans or the like, hence that may be why most teachers

who kept diaries did so for this function.

However, some of the teachers did not keep a diary as a habit and they provided different kinds

of justifications for that. For instance, one of the teachers did not think of that, T5 said:
n'gg )JSA-\,, (’Eﬁ\)“d'-’"
“honestly, it did not come to my mind.”

By contrast, some other teachers were aware of it, but they did not adopt it for different

reasons. For instance, T6 stressed that:

DeanilG oY oS AR G sllay (e sallI a0 L LebUSH Gunld lon oYL Jasial o sl sale L)Y
" A e falia [ g Glaadl[] 3 aladiuly

“no, usually I like to keep things in my mind and not to write them. Although subject
supervisors ask for that, I do not believe in preparing or using a diary book and I am not used

to it.”

This explanation again shows that the teacher is in any case thinking of the lesson plan kind of

diary rather than a reflective journal.
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In short, hardly any of these teachers thought of, or in fact used, diaries as reflective journals,
in part perhaps due to the encouragement by head teachers and supervisors of the forward-
looking lesson plan related kind of diary. This goes against what many researchers have
emphasized regarding the importance of reflective lesson reports: Jasper (2005) found these a
means that facilitated creativity, critical thinking, analysis and discovery. Also, as Bartlett
(1990) pointed out, teachers’ lesson reports (written retrospectively) “may document routine
activities in the classroom, conversations with pupils, incidents, beliefs about teaching, views
about language learning and teaching and much more.” (In Richards, 1996). Lesson reports of
this sort often serve as a useful record of many important features of past lessons that helps
teachers regularly monitor and reflect on what actually happened during a lesson. Probably
some of the teachers are missing something here and may not make the most of their reflection

of 5.3.1 due to not writing diaries/journals of this sort.

5.3.4 Self-recording of lessons

Overall, nearly half the number of teachers (9T) who were interviewed said that they audio-
recorded themselves teaching English or had done in the past, but mostly not in state school.
It is interesting to point out, however, that many teachers who reported not doing this were
really surprised when they were asked whether they made recordings of themselves while
teaching English. Some of the teachers felt that recording themselves while teaching was
something odd or unnatural. Other teachers, declared during the interview that they never
audio/ video recorded themselves teaching, however those teachers were really motivated,
liked the idea and even promised to apply it as a future technique. So, this research process
could be seen not just as gathering data about TPD for research, but also as being in a way a
form of TPD, having a pedagogical role. The interviews here are making teachers aware of

ideas that might change their TPD practices (see further chapter 6).

Some of the teachers did not record their own classes, because they claimed they did not think

of that before. T4 stated that:

" S el Sl g Tl sk Vo[ edly ST Ly [ S50 yhad o5 Ly yhady a[Ea) jay”
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“honestly speaking, it did not come to my mind. If it had come to my mind, I would have

applied it. I am sure that it would be one of the important steps that would help me as a teacher.”

On the other hand, some teachers mentioned making recordings, but not at state school and not
all clearly for TPD purposes. For instance, TS5, T7 and T8 had audio recorded their
presentations (similar to microteaching) which they made at university during their

undergraduate English study. TS5 indicated a TPD function:

(S35 pan [ daml] ale (S0 o Ol lrall] Jainsa 1] 8 LDl 5 oUadY) 48 jral plac VI 44y jhay ald) A
&[G pa N aliad) | DS HAe ju elUac Y A8y (] s agl[]
“Surely it benefited my method of teaching to know the mistakes and avoid them in the future.

The information was usually correct and well prepared, but what matters is the method of

teaching such as speed speech, low voice. etc.”.

T7 however said:
" ES ) e Ll maial L[ die 5 ] S Lale a3 gl 5[

“I'recorded it because I exerted a great deal of effort on it, and when I listened to the recording

I was very happy.”
And when asked what did she likes, she said:

&l STALLY) e 3laaVl (538 A e 1o AT e 48, 1oST ol JeSaial il A g "
" Aoy Al S Gl sle ) ]

“my standing in front of the students, I was not confounded at all and well equipped with
information, my ability of answering the questions that were asked... also considering if I was

speaking quickly.”

This perhaps suggests the recording served for T7 more to remind her of the successful event

than to serve as a basis for reflecting and learning to improve as a teacher.

On the other hand, TS and T6 recorded their own private home classes clearly with TPD in
mind. Thus, there was evidence of similarity of purpose, despite the difference in the place.

For instance, TS5 (university) and T6 (private classes) both recorded themselves teaching to
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consider their mistakes. So, also both T8 (university) and T19 (private class) recorded so as to

improve their own pronunciation. T8 said:
" an Lagh Ly o Gy g Uad 1LY | S e [Nkl [ aasy O cang QIUaT0Y Sing [ () 5 (550 peansl (ST

“To hear my voice and improve my accent. Because, the student must hear the correct
pronunciation so he does not pronounce things incorrectly, which will be very difficult to

change later on.” T19 said:
"ATTA N 503 (B A5 a0 g1 Badl e laa el ey Gl 5 ey Lo 4y (3831 a7 (e 2]l ™

“I was recording the lesson then considered it later on and I made some notes on pronunciation

and grammar and it was for my private classes.”

Only one teacher (T15) said that she recorded her classes at Syrian state secondary schools. I
asked some of the teachers who had recorded their teaching in places other than state schools,
why they did not also record their own classes at state schools and some of their replies were

like what T8 said:
" ol (g S (51 ST Ul [A[ plealldbay) 5 )Say Y saei[ i€ A jaall] 8 43Y Lay )"

“Probably, because at the school, I was overwhelmed by the idea of delivering the information
to the students more than thinking of recording.” On the other hand, T19 put it down to the

different content of the lessons:
" Ladl 1]y & [Shaa [ Al A [T A [T s 550 Y
“because my private classes are concerned with conversation and pronunciation.”

From the researcher's point of view, there could be another reason behind this not directly
stated by the teachers. At university level, teaching presentations or micro teaching are often
assessed; students are given marks based on how well they did, so this could explain why they
were interested in recording it. Usually, students majoring in English take a subject where they
are assessed on a practical part as well as a theoretical one. For the practical part, they had to
prepare a topic and it is something very similar to micro teaching and at the end, students
(colleagues) can ask questions and the lecturer will give his feedback at the end. Or on some

occasions students go to school and give lessons to students there and give a presentation about
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that experience. All this could be considered as initial teacher training (PRESET) and the

recording is used by students themselves for self-development.

For private home classes, they may also want to improve themselves to be more competent
teachers, so as to compete with other teachers who are giving private classes, and so be more

attractive to students and so to earn more money. This incentive is not present in state school.

Interestingly, one of the teachers recorded himself practicing/pretending to teach at home with

the purpose of improving his teaching at state school, as matter of preparation:

L[y 5[] ClSUNN 4 a5 & 5l aDASI A 8 1] ol a0 8 (i Ul Laily s

" el Ll il

“I was always using audio recording at home and listening to my way of speaking and
explaining and that is to know if the method was suitable and the explanation is enough or

not.” (T12)

Concerning the time when self-recording was conducted, table 5.3 clearly shows that five
teachers said that it was something which they did in the past and at present and that they will
continue doing it in the future. By contrast, four teachers (T2, TS5, T7, and T8) reported that
self-recording was something that happened in the past and that it was no longer done in their
current English classes. It is worth mentioning that all these four teachers were among the

youngest ones and all graduates of the same year. So, they all reported to do it.

Finally, none of these teachers reported video recording him/ herself while teaching, only
audio-recording, although video-recording one’s own self-teaching, is stressed by many
researchers as a good technique in the sense that it helps teachers see and consider many
different aspects/ features of their own classes. “how visual their teaching is — do they use
gestures well, move around a lot, show overheads, draw graphics on the board, or do we stand
in one spot and talk in a monotone?” (Farrell, 2008:46). Furthermore, for some researchers
video recording one’s own classes is much better even than observation by someone else. So,
a good tool to involve teachers in reflection could be to video record their lessons. Brookfield
(1995:80) clearly stressed the importance of video-recording a lesson, “As a way of helping
us improve our modelling of what we want students to do, video is irreplaceable.” Probably,

there could be some reasons for not video-recording their own classes such as unavailability
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of video-recording equipment at school, or that it is something considered odd and not part of

the policy of the school system. In addition, teachers may not think of it.

5.3.5 Being observed by a colleague

Table 5.3 clearly displays that the majority of teachers (15T out of 20) declared during the
interview that they were or had been observed by colleagues. Such observation could take two
forms: observation for the benefit of the observed teacher, or of the observing teacher. For

example, referring to the former, T1 said:
" gl [Ty i g <l i (10 [ Bt Bl G[& o 55 US aad”

“Yes, we were sometimes doing that to share experiences and get some pieces of advice.”

Also, T12 gave a good example of colleague observation:

aean DU agdl )l o)l agaeal T 5 Cpmas sl ST G ars (oan5 90 (s [pdana Of e [ el caS ad[gas”

" oedd s

“Yes, I was interested in the idea that some of my colleagues observe my classes and I ask

them to give their opinions and feedback on the lesson.”

and when asked about examples of feedback received, he said:
" 3G AS liiall]y ALY & Sl AL il aef o)) Aoy Al Ul cui€ | ¢ day Al i

“to speak slowly - I was sometimes speaking quickly - and give students the chance to ask

questions and participate in the lesson.”

As emphasized by many researchers, much can be learned by having teachers serve as second
sets of eyes and ears for one another. Sometimes this model is referred to as peer coaching or
collegial supervision (Sullvan & Glanz, 2009). Therefore, administrators need to honor the
fact that this model is intended to provide exclusively formative, nonthreatening, growth-
inspiring opportunities, completely separate from teacher evaluation and summative
assessment by a superordinate (Tallerico, 2014). Classroom observation can be a way of

gathering information about teaching for TPD, not only for evaluative purposes (Richards,
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1996 and Farrell, 2007). This research focus only on its use for TPD, which would be

information gathering and non-evaluative.

On the other hand, some of the teachers were observed for the benefit of the observer as

indicated by T9:
" D sl @y Qa0 Gt TATT WA 5 e A JlTImns o[ Duang Blal aad”

“Yes, sometimes some of my colleagues observe my lessons, especially the novice ones in the

field of teaching to benefit from my experience.”
However, some of the teachers were not observed by their colleagues T11 said:

" JE Gl A dad o Y"
“no, nobody has ever done that.”

Turning to issue of time place, ten of these fifteen teachers said that they were observed by a
colleague in the past. By contrast, six teachers out of these fifteen teachers said that being
observed by a colleague was a technique that they adopted at “present”. Also, eleven teachers
said during the interview that they were observed by a colleague at Syrian secondary school
level which means that nearly half of the number of teachers interviewed were at some time
observed by a colleague. On the other hand, some teachers of English said that their classes
were observed at places/ settings other than Syrian state secondary schools. For instance, three
teachers said that they had been observed by colleagues at university level, where they were
asked to do micro teaching in front of their own colleagues, receiving feedback and comments

from their peers and their university tutor. That was part of doing BA in English.

Furthermore, it is interesting that one teacher (T6) said that his classes of English were
observed by another teacher when he was delivering his private classes of English at his home

as well as at a private language institutes. T6 said:
"I el A AT A 553 JOA OIS S8 i ghay () (8 ) AL (a3 (o a8 Ao el Y

“no at school no, I was observed by a colleague who wanted to improve himself. It was during

my private home classes.”
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On the other hand, only one of these teachers said that his/her classes of English were observed

by a colleague at a private secondary school.

Moreover, five teachers emphasized that being observed by a colleague was something that
was imposed on them by other agencies. On the other hand, the majority of teachers (11T)

stressed the idea that it is something self-chosen.

In addition, when classroom observations are handled in a non-judgmental manner where
development is the goal, then they become something, as Farrell (2007:129) described (see
chapter two section, 2.4.4): “teachers look forward to and which they see as time well spent
rather than something to be dread and avoided.” In other words, if classroom observation takes
a developmental rather than an evaluative approach, the teacher, “knows that the visit is not a

test, but a mutual problem-solving experience,” (Williams, 1989:87).

Observation provides an opportunity for the sharing of experiences and ideas, as well as a

chance to find out solutions to mutual problems and concerns.

5.3.6 Being observed by someone in authority/other stakeholders

During the interview, most of the teachers (18T) said that their English classes, particularly in
the state secondary school, had been and were still subject to imposed observation by other
stakeholders including head teachers, staff from the local education center, supervisor, or
teacher trainers including trainers on integrating technology into education. Almost none of
them saw such observation as purely done to assess the teacher, but as having a non-evaluative
purpose. Cosh (1999) and Borg (2006) emphasized the importance of observation as a valuable
TPD strategy since it provides evidence of what actually happens in classrooms, provided that
the aim of the observation is to help improve the skills of the observed, and as stressed by
Fullerton (1993) quality feedback is given. As highlighted by Moon (1994), observation
provides a channel for reflection and professional dialogue which may otherwise be missing

from the careers of many teachers.

Surprisingly, two teachers said that their classes had never been observed by PD providers.

These teachers were T8, and T12. For example, T8 said:
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“No, because I started teaching during the problems and with no state attention for the

countryside.”

This reflects the fact that these teachers teach in the countryside: such places are generally
characterized by being neglected and not receiving government attention which affects
teachers’ development. On very rare occasions, their classes may be observed by head teachers
or subject supervisors, but probably these novice teachers did not experience that yet.

Furthermore, when asked if the head teacher observed her teaching T8 reported:
M A IS 2RI A o giasl
“his level in English is not good.”

Many of the teachers described the feedback they received after observation by PD providers
at state secondary school. For instance, some of the teachers such as T9, T11, T14 and T18
said that their classes are observed by educational and specialist supervisors (see chapter 3
section3.4), and they talked about the importance and the focus of such unplanned visits as

indicated by T9:
" ATl 8 sialTicu e il W saaty Blal 5 (a pal[ JacasiliTs ) g S 13 e B[

“examples, the importance of preparing for the lessons and sometimes they advise us to follow

training available in the city.”
Also, T11 said:

3 samllle 2 g 5[]l [ALS LU miai of AR e 58 S5 ) sallaladinl 5 S8 lac| 448"
" AL [0 seaiyy ST
“How to give an idea or to use the whiteboard, to focus on an idea, to give students a break to

write down what is written on the board, so they focus on what you say.” He went on to

comment on the unplanned visit as:
" oo a1l 5 Tl om0y 5Ss O alaalTde o 3 dlay) ddads () S5 28

“it could be a positive point as the teacher should always be ready for supervisors’ visits.”

Also, T18 gave examples of the importance and types of feedback received:
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“Yes, especially for novice teachers, they give pieces of advice on teaching methods, how to
attract students’ attention, and how to deal with them, also they provide pieces of advice on
our points of weakness as teachers....... For example, pronunciation, correcting some of our
pronunciation and we may be asked to refer to certain online websites, or even the method of

writing and organizing the writing on the whiteboard.”

Other teachers talked about being observed by PD providers at different other places, such as
private language institutes as indicated by T4, T6 and T7. T6 who taught in the countryside

teaching said:

el s bl CRITalei [T & dgaay aii[Jas sl [nan ATTAT )50 8 OSTN Al
sl dn ) GS aaaind 5 Aty il S H[Y) dagdMom z 500 Ao jun anil il e cllaadlall Gan
" 1] i e S35 native O 8 ool JB Aulag¥) [ad AT eolallis sl ]

At school no, but a subject specialist observed my private course in a private language institute,
he came for evaluating my lessons.... He made some comments on me speaking quickly,
mixing between American and British varieties, using difficult words for students especially
the beginner ones. Among the positive points, he said my accent is very close to a native one

and I have good time management”.

It is notable that this observer appears to have mixed positive and negative points, otherwise,
the experience would be “threatening, frightening and regarded as an ordeal.” (Williams,

989:86). T7 also gave an example of observation at a private institute:

g1 ety A M1y A2V A Byl Lg [ Al [JCilS ([Tl y0 48 55010 juias dam AT S a8 OS[H pn"
GHE G Lels 0 ) saan Wayl ATl um G XT3 1y puoilioe il lan Sl a3
OSTS e 3k [ 5l iy (ST3 MO le i i€ () o o8 Juadl ([ aladl Y ol adadl () ony Lee
Ao g[8 5 linlat de 558 Jaad () ang OIS A e Y il JEINJST (Badai 4[58 38 38 Cyhel
60 058 of cam llEs e o 38 55 S L0110 1%80 o) (e S DUall S8 cuiiin sl Sl

" A% 405 <Ol 2000
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“Yes, but at a private language institute where a supervisor observed my lesson, she was
experienced in language and education at the same time and she had very great ideas on
teaching, and teaching methods and she also asked me to observe one of her lessons. After the
lesson, she told me what I should have done or should not have done; she told me that the best
thing I did was that, I was part of the students, but could have control over them. She said that
I gave partl, part2, part3 then exercises for all these parts. Instead, she said I should have given
partl followed by exercises, part2 followed by exercises in order to avoid confusing the
students. She also drew my attention to the fact that 80% of the lesson was centered on me:

she said, 60% of the lesson should be for the students and for you 40%.”

Referring to the countryside, some teachers (T4 and T5) gave examples of what they reported
as questionable types of observation in state school which they may not find useful. For

instance, T4 said:

ARG M 1Al alSi g ola 38 45] g o SNV L[] L) ds sl Al Bas) 53 el La i | 3 Bale [l axs®
B2 B e [agaa [ al3 Cmilllgd LS ad [ L) g slnle] o) oo agdl Al 0S5 4 3085
" e[ BAELY) (S sl yan

“Yes, usually a subject supervisor may come once a year... What I remembered is that he came
and talked in front of the students in English, but I did not understand anything. The majority
of subject supervisors are old and do not have new and useful information, we cannot benefit

from them, honestly speaking.”
TS contrasted the contribution of the two types of supervisors:

G 5 52 iR sall o) e | 3 IS0 5 Ay ya Tyl G Al S g g Hall] udan aiiall] e (5 59 53l A sallfan"

el s Ayl ey 31 a5 saall] 58 aitaTian salTUT ~glSLERTY sla aay s Ul (Al s ) S o

S Cun ( gamalTo ST JSEM e 38y o MU sus s Jamss ASBL Gaid[as 50 [ Dwas 5[]
"l Lee agdy (3 A RISV ARG HlSS SSTL

“Yes, the educational supervisor; non-specialist, he attended the lesson and I was speaking
both Arabic and English. ...I think the educational supervisor should deal with students or try
to find solutions to their problems. The subject specialist supervisor however is the one who

should be concerned with the teacher's teaching method. So, if specialist supervisor attends he
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will give good feedback. The educational one is more concerned with the form rather than the

content; I could speak English only and he would not understand what I said.”
When asked about feedback received, he said:

Y5 STl e (5 sbdls S Of ST Al s (e 210 A8 jliaTagale (oo 4l BUali] il "
" oG S O Y RN 45 k) calS Cala[deliis JiSTal ja selal of e aas

“He told students that they should participate in the lesson and for me he asked me to give an
equal focus to those who participate in the lesson, male and female students, and I should show
more courage and interaction with students. His visit was during at the start of my teaching

experience.”

All in all, it is noticeable that although the quality of the contribution of the supervisors in the
state schools was questioned by some of the teachers, and the examples of feedback given
were all of negative comments, nobody voiced a view that they were in any way threatening

or oppressive.

As we have seen, sixteen teachers stated that their English classes were observed at Syrian
state secondary schools. On the other hand, three teachers (T4, T6, and T7) said that they also
used to have someone else to observe their classes which they delivered at Syrian private
language institutes. However, only one teacher (T4) said that his English classes were observed
in a Syrian private secondary school. As T4 declared, this could be either the head of the
language institute, an experienced teacher of English or even a PhD holder who may be

involved on the basis of their experience and knowledge and on a paid basis.

Concerning time, Table 5.3 shows that seventeen of these teachers said that it was something
current whereas three teachers said that they used to do so in the past and they were no longer
observed by a PD provider at the time when the interviews were conducted. It seemed that that
the official schedule of observation was affected to some extent by the troubles that were going

in Syria at the time when the interviews were conducted.

In addition, T1 said that his teaching was observed by someone who is a Ph.D. holder at
university and at the time when the interview was conducted. This is due to the fact that he

was a Master’s degree student who was doing his MA in English at Damascus University when
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he was interviewed. He referred to microteaching, using the audience as the class and a

university tutor. Then, he received feedback and comments from them afterwards.

5.3.7 Observing a colleague

We may observe from table 5.3 that the majority of teachers (14T) mentioned that they
observed a colleague at some time during their life. This occurred mostly in the past (11T) and
mostly at state school (11 T) and the majority of these teachers (12 T) said that it was self-

chosen; by contrast only four teachers said that it was something imposed.

Some teachers such as T1, T9 and T12 explicitly referred to the idea that they observed
colleagues when they first started with their profession as teachers, which may indicate that
the teachers were worried during the first days of teaching and that is probably due to the lack

of PRESET. T1 expressed that:
"ot IOL s [3Y) 8 RINANA (SN L 3 any o udas | pad”

“yes, I attended some lessons of my colleagues during the first period of my profession as a

teacher.”
Similarly, T12 stated:
AN PP TV [ PV P VL S ST CON [ SN XS IV VA P VOO - W W E VS

“Yes, at first I was continuously attending classes of one of my colleagues and he was very

experienced. I greatly benefited from that.”

Consistent with this, was the types of teachers whom they liked to observe. The majority of
them talked about observing experienced teachers or at least a wish to do so. For example, T5

expressed his wish to observe experienced or distinguished teachers:
" s ydel bae | (510 5 ping Gy 3[R pa[1JS 8 45y

“because in every school there are teachers who are considered as the pillars of that school.”
T8 gave two examples of observing competent or experienced teachers/lecturers, the first

example being even before her graduation from university:
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“Yes, when I was a year four student, I was attending lectures given to first and second year
students, and to observe the way the lesson is delivered by the lecturer. For example, if 1 liked
a teaching method or strategy of a certain lecturer, I immediately write it down on notebook

and I focus on that method to give good outcomes.”
T8 also gave another example of observation after graduation; while teaching, by saying:

" a0 A8 )5 agu gy s IS IS ) Gaede A Jas Lle aas”
“often, I attend classes; I ask teachers if I can attend their classes, and observe them teaching.”

Though most observation was of other teachers at secondary school in fact three teachers said
that they observed a colleague during their undergraduate study (micro teaching and
presentation) at university level. This could greatly benefit the observers to reflect on what
strategies/ aspects of the lesson were effective or less effective and also benefit from the

feedback and comments made by colleagues and the subject tutor.

Some of the teachers also referred to the purpose or benefit of observation as: teaching
methods, dealing with students, getting new ideas, and student interaction. For instance, T8

stated:

ole Ui CalY iy OIS Cum g pail[aelae | sl g caiind 5 A fTALS A [ G puan ) KA
" DUl a DS A a5 i agaa[A SITAK sy ja dsa[] ilS () 4l (1] ylat

“I remember that I once attended a class of a graduate of the Faculty of Education, and I
benefited from his teaching method, as he was looking after the students in general and looking
at their writing and see if they were right. Graduates of the faculty of education have good

experience of dealing with the students.”

Also, T13 gave a good example of the benefit of observing experienced colleagues teaching,

more explicitly mentioning the reflection that it engendered:
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"Yes, to benefit from their experiences. Yes, observing teachers who are more experienced
than me gives me ideas on how to improve my teaching materials. My presence as an observer
in the class allows me to consider the positive and the negative aspects of the lesson and makes
me think of the materials that I should prepare for my class. Observing other teachers teaching
increased my self-confidence. This experience gives me the chance, as an outsider, to feel
which teaching strategies work best for the students and it also helped me to give up some

teaching issues that I thought they were right and useful."

However, T19 observed that not all observations are useful, nor are all experienced teachers

in fact, good teachers:

UL S lagh (a1 58y Ulaa agdll] 08 4y sa ] oam 5T BT i€ 5[ S [3 USSTINS G paallIoh ol pe (1 le"
30S8 (g1 4l L[ PsilS G NS A (s ydallanday oo Gang Uk 138 5 A1 sagdy DTl i 94100
" Sl sl Ay slul S SES 5 G el Se e A (s s lTA [ Lee Al ]

"Though the teacher was competent, but if I was the student I would find it difficult to
understand it. Sometimes, the teacher may be understanding an idea 100% and he may think
that students understand it like him. This is wrong. The teacher should put himself in the shoes
of the students, as someone who does not have any idea of what he is going to say, contrary to

the teacher. Also, he had a traditional method of teaching."

Concerning the time, most of these teachers (12 teachers out of 14) said that observing a
colleague was something they did in the past only and that they no longer observed a colleague
at the time when the interviews were conducted. By contrast, two teachers (T1, and T19) all
said that they currently observe a colleague. Most of these teachers (12 teachers out of 14) also
declared that they observed a colleague who is usually an experienced one at the state

secondary school.
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5.3.8 Attending workshops

As Table 5.3 shows, a majority of teachers interviewed (13T) said that they had attended
workshops during their careers as teachers. The majority of these teachers (9T) reported that
they attended workshops only in the past and they no longer attended workshops. By contrast,
four teachers said that they still attend workshops “currently”. So, it was not something that
they did in the past and that they no longer did it probably, difficult to get to nowadays. These
workshops are usually delivered by PD providers (IT engineers, trainers, supervisors,
foreigners) at the local teachers’ qualification center. The focus ranges from giving teachers

ideas on TM, syllabus changes that the central ministry introduced, ITE and ICDL.
Some of the teachers attended workshops and found it useful, for instance T7 said:

Ay [ Je @Syl 5 g g Gl g communication skills e <ulS Walaa) JBafldiw Axd L[] S [Faas"
".body language and gestures [ sl Juayl

“Yes lots, for example one on communication skills, it was for one week, it focused on the

way to deliver the information, body language and gesture.”
T20 also said:
" Adaa T Ay Al Le (38 Jae il ) 5 ligh and
“Yes, there are workshops offered by the local education center.”
Also, T13 talked about the workshop that he attended and its impact on his teaching:

Gl g oo Jae A5 @ guan Ol jalllgan) 3 A N3l s BET0e G &5 SMNell Jiaas"
il gy O[] il (s gl Upman g llin ) G | 5585 5331 8 (s a1 ]aDIS g 113615 Caaall| & o sla )]
"] (A AR sls Clamin g il L Aabia A Gl RS Adlia

“Yes, such as the ones on technology and the modern method of teaching.... once I attended a
workshop on the class seating arrangements and the teachers’ talks at the workshop greatly
inspired me that there are two seating arrangements that suit students with different levels and

also suit different activities. Now, I have different seating arrangements in my classes.”

On the other hand, teachers teaching in the countryside expressed a different view:
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“no, I did not attend workshops, because they are not available or held in our countryside
places, they are usually available in the distant city, so we do not attend due to the long
distance, and in addition due to the current conditions in Syria which affect traveling long

distances to that place.” (T12)

Regarding the places of the workshops, nine of these teachers said during the interview that
they attended workshops while teaching at Syrian state secondary schools. By contrast, one
teacher said that she attended workshops at Syrian private secondary schools. On the other

hand, three teachers said that they attended workshops held while studying at university level.

Moreover, the majority of these thirteen teachers (ten teachers) said that it was something
imposed by other stakeholders whereas three teachers said that it was something self-chosen

at the university level.

Workshops are one of the most common, powerful and useful forms of PD activities for
teachers (Richards, Gallo and Renandya, 2001; Richards and Farrell, 2005; Farrell, 2008). As
stressed by Richards and Farrell (2005), workshops take teachers out of the classroom to
forums where they can share problems and concerns with colleagues or teachers from different

schools and motivate them to share their experiences and ideas with colleagues.

5.3.9 Staff room talk

It is noticeable that the majority of teachers (18T) said that they shared their experiences, views
and ideas in the staff room regarding different issues to TM or indeed PD itself. Clearly, most
of these teachers expressed the view that sharing their views, ideas and experiences in the staff
room was part of their everyday habit at school. Indeed, the majority of teaches used words

99 ¢ 99 ¢ 99 <¢

such as “very often”, “almost every day”, “often”, “always

99 <<

very much” to refer to frequency
of their talk in the staff room which could be a positive indication of the importance of such a

strategy.
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They also gave examples of the issues they discussed. For example, T8 said:

" g ) A )5 agun gy s (SS[L OIS O Gl ) s Lile aai”
“Yes, very often. I ask teachers if [ may attend their classes and observe them teaching.”
On the other hand, T9 said:

@l e aaami a8 gl Ul S8 daned A4S S5l i NS [N Ll HISE ~ 583 LS @& o il L2 axs
" A [ IS0 A8 5 Ul b G 5501, s p2all Bl 5 5a0 5

“Yes, we often do that. We were suggesting ideas for dealing with stubborn students, or for
example how to simplify an idea for students or we may talk on any other issues related to

teachers, teaching or students or how to solve a certain problem.”
T11 added that they were:

" Y e 3] sbal ) Sl sma G Y e Gl
“asking for parents to come, or suggesting useful online websites.”

Also, T18 gave some examples:

) Camialls siuall] 53 COala OGS TAAS 5 [TV ) sagds OMaldaa [ara colud (o Gaaats 8"
" Calegall]

“we may talk about a simple way to make students understand the tenses or how to deal with

low-achieving and careless students.”

This goes in accordance with what many researchers have argued, that PD activities that
meaningfully engage teachers in sustained inquiry with colleagues are likely to support
continued teacher learning in and from practice over time, implementation of ambitious

instruction, and engagement of students in high-level learning (Martin et al, 2014).
Moreover, T12 identified who usually gave the advice:

23 e )[R g B[ miba [Tl ¢ S [BAe |, miliail) shaay T as 3R Tis 53 (o[8[ sy V)"
21 e[ 3]y (38 siia e land Jadh Gyl § Ol anan sland Jadny o 85 ol lsai Jad G ol o) S

" by AE(T] 3 3a3 5
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“the old experienced teachers are the ones who give pieces of advice and usually those pieces
of advice are useful especially for novice teachers. I remember that a teacher in his fifties
advised us to memorize all the students’ names and not only those of the outstanding ones, so

as to improve themselves and increase their self-confidence.”

In sharp contrast, teachers in the countryside shed light on their worse situation. For example,

T5 said:

&) i[O hmial ad) g[S 5 i1 ymes 500 Ul Cpmas ya A [ o US G jlae11JS 8 43] G s DL K[
" S sl agraza s OIS Tan Ve s (15 agal ) 0o O pde Nl i€ Ul das e guu(4

“but very few, as in the whole school we were only three teachers me and two other teachers
whose level is lower than mine. Unfortunately, I was asking for teachers’ opinions, but

unfortunately their situation was worse than mine.”
Likewise, T4 expressed a very similar view:
" s s S0 slaly | IS 5 AT p2aTT0 B ud SV i Lgd Can yd ST e lakan [ 8 )"

“In the majority of schools where I taught, I was more experienced than the other teachers and

they were resorting to me and consulting me.”

All these teachers said that sharing ideas, experiences and views in the staff room was
something that they did at present. It was not something that only happened in the past and no
longer happened. Probably, sharing ideas and views in the classroom was a continuous process
that they would not stop doing it and that they would continue to do it in the future. It is
perhaps the most readily available and easy to implement form of TPD, not requiring any

special arrangements like observation or courses etc.

Regarding the place, all of these teachers said that they shared ideas, feelings, and experiences
in the staffrooms of Syrian state secondary schools. Surprisingly, only one of them (T4) said
that he exchanged ideas and experiences in the staff room at a private language institute. None
of them mentioned sharing ideas in the staff room in private secondary schools. Probably, this
is due to the fact that the majority of teachers who are chosen to teach at such places are
characterized by being distinguished, well-qualified, trained, confident or probably

experienced ones.
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Also, all these teachers reported that it was something self-chosen and no one else urged them
to do it. This implies perhaps that the authorities do not actually recognize that it constitutes a
valuable form of TPD at all, they just think of courses and training and observation by a

supervisor as TPD.

5.3.10 Cooperative/ collaborative teaching

Exactly half the number of the teachers interviewed (10T) stated that they experienced a
cooperative type of teaching at some point during their career as teachers. Concerning the
period when some cooperative type of teaching was conducted, it is important to highlight that
T15 was the only one who claimed to be teaching cooperatively at the time when the interview
took place. By contrast, all the other nine teachers said that they only experienced a cooperative
type of teaching in the past which meant that it was something that was no longer used at the

time when the interviews were carried out.

The majority of teachers experienced cooperative type of teaching in places other than state
schools, this could be due to what some of the teachers such as T10, T12, T14, and T18

expressed. For instance, T14 said:
") (o (updIdS ) A jaallalas Aan ] s Y

“No because of the nature of the school system, every teacher gives his own lesson.” This

means that in SS it is not allowed to give lessons jointly.

On the other hand, other teachers experienced cooperative teaching in various places. For

instance, T4 and T16 experienced it as part of training. T4 said:

O 38 S | (slam il talae | Ul 5 G 30100 log il jansd e | Al llia € 471 A 1A o A "
" g sl 33803 ee 3 3L 108 Cu il
“concerning the private school, there was a teacher who gave the theoretical part of the lesson

and I gave the practical part, it was a matter of training before starting my job and for one

week.” Also, T16 said:
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“cooperative type of teaching is very useful and interesting in workshops.”

So, when they (practitioners) work collaboratively, they develop shared maps: these maps
become what Schon calls “theories in use” that they apply to their work. Cooperation with
colleagues will offer “hope to others wishing to break out of the shells of isolation separating
teachers from their colleagues as well as from teacher educators,” (Oprandy, Golden and
Shiomi, 1999:5). Collaboration with colleagues will provide a non-threatening environment
in which teachers can develop new knowledge and skills and gain supportive feedback from

peers (Atay, 2008).

Also, some of the teachers expressed their opinions and feelings towards it. For instance, TS

who experienced it during his university studies said:

Jalis Jel&ild o 15T OIS LD ol sy 48l Cubel Wl (el o daing (gl pu 301"
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"Cooperative teaching depends on the number of teachers. When I gave a connective
presentation with one colleague, it was good. Interaction and exchange of opinions would be
better between teachers and students if one of us delivers the lesson and the other organizes
participation or something else such as a projector or any type of technology used in the lesson.
Both of us teach but each in turn. However, when there were four teachers I consider the
outcome as negative. This may distract students’ attention especially if the level of the
presenting students is different: the first teacher may have excellent or interesting delivery

whereas the second one could be boring and the students may no longer pay attention."

Here the teacher referred to micro teaching a real English lesson, but to fellow trainees at

university.

Concerning the place, three teachers (T16, T17, T20) claimed to have engaged in co-operative
teaching at Syrian state secondary schools. By contrast, only one teacher (T4) taught

cooperatively at a Syrian private secondary school. Moreover, four teachers (T1, T2, TS, and
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T6) mentioned that they only practiced cooperative teaching during their undergraduate study
at the university level. Also, T15 stated that she taught cooperatively at a private language

institute.

Also, seven teachers said that it was something imposed whereas only three teachers stated
that it was self-chosen. In particular, those who experienced it during their undergraduate study
or during teaching at private school said it was something imposed by lecturers, head teachers,

etc. rather than spontaneously chosen to improve one's own self.

5.3.11 Parents’ Evening

The majority of teachers 12T reported that they obligatorily had parents’ evenings at the Syrian
schools where they were teaching. As they stated during the interview, holding parents’
evenings was something which took place maybe twice or at least once a year, depending on
the school system/ discipline. Such meetings, as mentioned by teachers, open channels of
discussion between parents, teachers as well as the school head teachers to discuss and share
ideas, receive suggestions, comments and feedback to further improve students’ learning,

teachers’ performance, personality and the school level.
For instance, T9 said:

LEBU[ 3K 5 gl yB[ 1 [Tg il s JaY) ale) )Y Joli a8 5[ 1dead IS 5T el aliobon ] dias | ans”
"D OsSas oY) sy s Jil5Y) Al 3 S5 s Wlaaf s ol OUallcs sl

“Yes, we hold parents evening once every term. We exchange opinions with parents and we
listen to their suggestions and we discuss issues related to students’ level and we may
sometimes celebrate distinguished students in the presence of their parents and colleagues.”

Similarly, T14 said:

O dall iy (] saady [V el lal y8) 5 agilaliinl g aglSLi[ OUal et ) 5[] Gl [ Bale "
"l T )

“We usually discuss issues related to students, their problems, needs and parents’ suggestions

about some teachers both positive and negative.”
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Probably the main focus of such evenings is students. In this way, there is strong evidence that
the main focus is on students rather than teachers, which may be regarded not enough source

of TPD.

Again, the situation in the countryside is different where such evenings are almost unavailable,

T5 stressed the idea that:
" A s Slaa¥) U8 s Ciy Vs a1 oo gl [T A 2 5[] e V"

“It is not available at the countryside. The situation is bad in the schools in the countryside.

Even before the start of the problems in Syria.” Similarly, T8 stated:
MBS bl Apall] A a1 laiey Jag iy [T0) Il
“honestly never, the countryside is neglected whereas the situation in the city is much better.”

Regarding the issues of time and place, almost all of the city teachers (11 teachers out of 12)
claimed that they attended parents-teacher evenings frequently. They took place regularly at
the time when the interviews were conducted. By contrast, only one teacher (T4) who had
teaching experience at a Syrian private secondary school reported that parents-evenings were
something that took place in the past, but were no longer taking place at the time when the

interview was conducted.

5.3.12 Watching TV

Surprisingly, almost all teachers interviewed denied that they watched TV as a source of
enhancing their own PD. Only, one teacher, T10 believed that watching TV is a good means
for improving himself and his PD as a teacher of English in Syrian secondary school. He said
that he chose to watch the Egyptian Educational channel where there are lots of workshops,
model lessons and other programmes for teachers. T10 stated the idea that he kept watching
T.V at “present” the time when his interview was conducted. However, the current conditions

in Syria has greatly affected watching it.
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Maybe the teachers did not think of watching English language TV even just as a way to
improve their own English, as being a form of TPD. Another possible reason, is that the
majority of teachers seemed to follow online sources to improve their own TPD (see section

5.3.15).

5.3.13 Training courses

The majority of teachers interviewed (18T out of 20T) declared during the interview that they
had followed some kind of training during their profession as teachers. It is important to draw
the readers’ attention to the fact that the majority of them referred to in-service type of teacher
training, rather than a course dedicated just to PRESET. In Syria, teachers are allowed to start
the profession of teaching once they graduate, teachers are not obliged to follow any kind of
pre-service teacher training. This goes against what was noted by Sevtap (2011), that it has
become compulsory for teachers, in many countries, to have professional teaching practice,

and theoretical knowledge alone is no longer considered sufficient in the teaching field.

Almost all the teachers reported that the training was something that took place in the past, and
only one teacher declared that the training is something current that took place when the

interview was conducted, probably due to the disruption in the country.

The teachers reported following various kinds of in-service training with different purposes
including training on the international computer driving license (ICDL), integrating
technology into education (ITE), teacher training abroad, teacher training at language
institutes, and teachers’ diploma in education. Obviously, teachers talked about different types
of training experiences and due to limitations of space I will only mention the main ones here.

For example, T17 described the training that she followed on teaching English:

O G TS S8 Jall AA[Baa[ &yl 5 5 50 Al Ty 5301 o L 81 G a5 3 ) g0 Camsi) S8
i 5 e s ey Ll Bt e 535 (357 L5 (511 Aom lans) ) 5 a1 5 3 hall
" EalallTs ) g0 oo i g alatall] o [MalaalT]o Asadlad T dslen 1] ) s []

“I followed a training course that was offered by the local education center in Deir-Ezzor, it
lasted for three days. The training was on modern methods, means and strategies of teaching

and following new teaching methods that would improve the level of education and moving
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the core of the educational process from the teachers to the learners. It was called training on

the syllabus.”
On the other hand, T15 talked about a different kind of training:

Bl 51 cman 3aadai A8 (e Gy ) 1I0IS le (S (e ol 320 CilS Al L 5[ 5SSV [3 (o By 99 Canil”
" A ) eS| Ol e L) St 138 O alalil] A1)

“I followed training on integrating technology into education for two weeks. Generally, the
training was on how to apply the most modern technological methods in teaching as this will

have a positive impact on students...and the outcomes were wonderful.”
In general, as T14 said, one of the aims of the training is to:

" AT 551G ) e Ao Y quins dal o
“to avoid depending on traditional teaching methods.”

Another type of training was as highlighted by T13 who talked about a teachers’ diploma in

education:

pdy AN AR [a 5[] 9 @Ml a[]JM[]38S Ao ZABA [ 5[ o pa [l o aghal])aa 38 5 "
ool A Alae (g p0 Wahael syl alaifl) iy ks il Itheoretical foundation <>l course 13
" seil feedback e Ulaas a4 piallly o N[V ) gty

“it focuses on training teachers of different subjects about how to deal with students and
different classes and this course offers theoretical foundations such as theories of learning and
teaching and we give practical lessons at schools with the presence of colleagues and

supervisor and then get feedback from them.”

An important finding concerns the training related to teachers in the countryside. Some of the
teachers talked about the unavailability of training courses in the countryside as indicated by

T6 and T8. For instance, T8 justified her inability to follow training courses by stating:

228 Aipa 1] 38518 LA siand Cu 1138 Jiaa Oy il Gl (Y ann s duadl g lia ) da) s s"
"ol e cade) dElely 3 sldaad ALy o ] Adbusa V], DB 4 e[ |



171

“to be honest the conditions, I mean my condition because I live at the countryside, and if there
is any such training, it would be at the city center, and I find difficulty with transportation ...

it is a long distance could be for three hours. Therefore, I depended on myself.”

T4 also talked about lack of training courses in the countryside, however also claimed that if

anything is available nearby, it would not be suitable:

GG Alaa 1y 331 a8 MO Alaa [V S5 501U (RS [] § sand 530 A 5355 5 50 Canii) 5[V
S laally A a TR ot S Al laallI0Y ,20n sl iy ol Lhmain (5 siasl 153 SO S50y 1 [
N1 Jal g ling ¢l Aasl TGS QT 508l o s QT gl duadl S Aala 3 WLdal (1

" O] 1 US 5 5 plan IS [ plaa Vo[ S Vi o JadlG

“I followed a one-week training course offered by the Local Education Center, the training
was in the Local Education Center near the countryside area. The training was of a low level,;
it did not add anything new, because the information was delivered in Arabic and the
information that we got at university was better. Any student who studied the subject of
teaching method in the fourth year would not need such a training; it really did not add lots of

information. It was only theoretical and we were listeners.”

The training took place in different settings ranging from university (nine teachers including
T9), Syrian state secondary schools (5 teachers), Syrian language institutes (2 teacher), to

special teacher training and qualification centers (3 teachers including T9).

Moreover, a good number of teachers said that they decided to follow the training by
themselves (11 teachers). By contrast, eight teachers said that the training was imposed by
other stakeholders. One teacher (T9) said that he followed two kinds of training during his

career as teacher of English; one of the courses was imposed while the other was self-chosen.

Britten (1988:5) suggests that: “since in practice working teachers seldom have the kind of
peer group support which they usually find helpful in training courses, training should help to
prepare teachers, as trainees, to make their own decision and adjustments, and to be better
equipped to support themselves after the training.” This voices what one of the teachers said

when he referred to presentations at university as a form of training that greatly helped him:

O[5 A& (1 31 yaNlelas ) (A Caaalos & sin a )| oo Ler o WS STy elala o)) o MRSl YL
" s A Dl A Liae L Wiayl 5 a1 a8 511
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“In addition, presentations which we were presenting during the fourth year helped and gave
us courage and self-confidence to stand in front of students and helped us in preparing for the

lessons.” (T1)

The teachers could not report taking any PRESET course since none was available in Syria
when they were preparing to teach. This contrasts with views I reported in ch2 that one of the
main conditions to be met if learners are to successfully learn a second language is that teachers
must be adequately trained beforehand, and with hands on experience (Enever, Moon &
Raman, 2009; Emery, 2012). In some countries, teachers are obliged to follow certain PRESET
courses. In others, it is up to the teacher to undertake training courses or not. Unfortunately,
some countries do not even consider providing such courses. Hence, teachers referred to
following INSET and as stressed by Harmer (2007), it is teachers’ responsibility to improve

their theoretical and practical skills to avoid being “stale”.

5.3.14 Attending conferences

Notably, and as table 5.3 shows, none of the teachers stated that they had ever attended any
conference. As indicated by them, this is due to the fact that most of these conferences take
place in the capital city of Damascus and each journey from the city of Deir-Ezzor (where the
study took place) to Damascus takes almost five-six hours by bus or car, which also may not
really be safe journey these days for teachers. Hence, it would be both time consuming and
costly for teachers to attend such conferences, especially when considering the already

demanding nature of their job as well as their work load. For instance, T5 said:
SRR VSR
“no, but they are available in Damascus.” Likewise, T6 expressed a similar view:
" a2l o3 Jial i ol L 88t AaZiY) o3

“such activities are not available.... the countryside suffers from the lack of such activities.”
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5.3.15 Using the internet

There were two main ways whereby the teachers made use of the internet to serve to improve
their own development: as a source of information from more knowledgeable sources (surfing
websites, sometimes from within Facebook) and as a means of communication with peers

(Facebook and WhatsApp).

A. Surfing internet websites for relevant information:

Table 5.3 shows that all these twenty teachers resorted to surfing the internet and looking at
websites as a good source of teacher development. All these teachers said that this strategy is
something that they resorted to at the time when the interviews were conducted. None of these
teachers said that checking information and websites was adopted only in the past. It was
something they applied in past, at present and they will continue doing it in the future. It is a
continuous process. Furthermore, all of these teachers said that it was something they chose to
pursue by themselves.

Concerning the place where they were conducting this strategy, teachers varied in their
responses and said that they adopted it whenever and wherever an opportunity arose: at home,
school, university, internet coffee shop... etc.

The majority of teachers were interested in surfing the internet as a means of self-improvement.

For instance, T6 gave some examples:
,economic English Business English il Aal[l]alaty Adlatia [l AE 51 [l A2 Je-learning 5"

English for starters, English for doctors, YouTube."

“e-learning, watching documentary programs on teaching English such as business English,

economic English, English for starters, English for doctors and You tube.”
T9, similar to T11, gave the purpose:

Daskilanaa sl de & B i) aladiul < W1 A G ow il [Aias Slad) fiul 5 301 e i

" o]
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“to look for modern strategies and methods of teaching through the internet: I use the internet

to be updated on what is new to improve my teaching.”

On the other hand, experienced teachers may be less keen to use the internet for TPD: T10
who is an experienced teacher said that he “rarely” did so. Actually, teachers in the countryside
showed a great deal of interest and depended a lot on the internet for improvement, perhaps

due to lack of other TPD resources T4 said:

LS e Sy ) ol Gaoma s e[ e g yal s LE | You Tube st Lis Gl 1 WSE Bus 511 jaeaal
om0 contextoie Lebaniy o o[ SN o[ S Tcuaiin) 58] 48 53 a8 5[ 15l Googled[ 1o 5,88 da (]
" e & a3 sl e Chanl i Wdla g

“the only resource for information is YouTube, I watch some lessons of experienced teachers
or I look for the way for dealing with an issue by searching Google or other trustworthy
websites. I benefited from lots of the ideas and then I adopt them according to my teaching
context and I was always looking for things that increase students’ interaction.” Likewise, T12

said:

85Tl Uy A 5OV Aad Taaladly i [ y2a Jpaadh a [T Aali IS (1S (s 500 Of Jglal pas”
"SI s aDS T 2 il (30 e shl agi[aladl ilaay A3 Engvid e oaidas

“I try to improve myself as a teacher by watching videos of experienced teachers of English...
I watch an educational website called Eng Vid where I can learn from them their interesting

methods of explanation, talk and organizing ideas.”
T8 expressed how the internet could be a source of unanticipated ideas:

creative ideas, o= @5 lia | e 5 11268 o ob Audu Al el i I JAA [ s juay"
) S asal ald lia S ALe [ _S& 228V 830 LE [ 58 O] (s 8 teaching methods,
Ay Ol ehadil Ay 8 dpadidy O a8 Gl aaa sl L[5 4 [l a4 Monalisa Smile e

" SEY) pgadan s s al e (gl (oS i1 OS5 aal Jyind Ualla [l [lad

“Honestly, when I surf the internet I feel it is like a series of related things, one thing leading
to another. There are websites on teaching methods and creative ideas. Sometimes movies may
inspire me with an idea. For example, there is a film I liked very much called “Mona Lisa

Smile”: she was a teacher who had a new technique; she was teaching students with a strong
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personality. I benefited from her way of dealing with the students, how to respect them, but at

the same time how to have control over the lesson and how to deliver the ideas.”

Also, some of the teachers talked about the impact of internet on them as teachers. For

example, TS admitted:
" oS I L) (1AL Gl g (a5l )y (3 i 5V e and[) and”

“Yes, I surfed the internet after starting teaching and I recognized the mistakes that I

committed during teaching.” T16 on the other hand felt a positive impact:
"1y e [ s Lo [cna[ 15 G i Mg [iaad om0 < W) 8 Cama1T0MA [

“Through surfing the internet, I started to love the profession of teaching and become creative

until I became a well-known teacher.”

B. Using WhatsApp and Facebook:

This includes the modern use of the internet for interaction and social networking.
Surprisingly, all the teachers interviewed (20T), stated during the interview that they depended
on WhatsApp the messaging software or/and Facebook as a source of enhancing their own
7PD and/or their teaching methods. Interestingly, all of these teachers stressed that they used
this strategy “currently”. None of these teachers said that it was something done in the past
and that she/he no longer did it, most probably due to the recently, the sense of interest and

benefit of these facilities.
For instance, T8 talked about two means of improvement. One involved Facebook:

al (e SO Aal ey u allelae ) (& sl e Aia S8 (5 i 358 S g g il e a5 ellia”
" T e e a5 LSl A S8 e s ol sall]
“there is a Facebook website which always posts a certain idea on a method of delivering a

lesson, honestly I do not focus on the name of the website, but rather on a certain idea, I write

it down and search for more information.” She also talked about WhatsApp:

sl il gl ol pes e aaixi s only Englishless! Whats Up 4e sea[Jelish 0 [asl o8 i 5"
"al]Ls oAl sl B 50 Challlon Bl 5B [ Gyl DB ISV
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“Currently, one of my colleagues initiated a WhatsApp group called Only English and it is
based on the same mentioned principle, to discuss ideas in English. For instance, one of the

teachers asked for help with ideas on classroom decoration, posters, and suggestions...etc.”
Similarly, TS talked about Facebook. TS5 said:

Facebook <adl] B[ A [ La [V mibaill] panm 5 pmd (g o[ e o s adl 5[ ellia < yi¥) ZaUal ] 8 ~Li[l!

" O e[ Apadid lai[ ] professional teachers (s el ]

“What is available is surfing the internet; there are websites where experienced teachers offer
some general pieces of advice. For example, Facebook pages for teachers. Professional

teachers’ or personal web pages of teachers."

Regarding whether using Facebook and WhatsApp was something self-chosen or
imposed/urged by other outside agencies, all these twenty teachers said that it was something

they chose by themselves no one else asked them to do it.

Concerning the place where they were doing it, teachers stated different places where they
were making use of the internet to improve their own PD. These places could either be the
internet café, teachers’ own home, at university or even at the school, or by using their own

mobile phones, whenever and wherever they have access to the internet.

5.3.16 Consulting students for feedback

From table 5.3 it is clear that only four teachers declared during the interview that they
consulted their own students for their feedback (T4, T5, T6, and T12) as a source of teacher
development. Concerning the time when this strategy was adopted, two teachers (T4 and T5)
said that it took place in the past only whereas two teachers said that they still consult students
for their feedback at the time when the interview was conducted. The typical reply of teachers

for not asking students for their opinions was as indicated by T13:
".G:‘“Dg;@-.’ yaidy eD\Y"

“no, it did not come to my mind before.”
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Surprisingly, two of the countryside teachers adopted this strategy to improve themselves,

maybe due to a lack of other TPD resources being available. T12 pointed out:

A 3 Apan Ganady o bl S Ulal 5 1 & )35 aas UM (IS ol gu agdl 5l 4 2l de ) painly Jacf and

" B i 5 311 [ seady alle) )l Ve Wi\ [ i Nicaiats[ | b

“I always work on finding out students' opinions whether during the class or sometimes I
allocate one teaching class at the middle of the term to consult students’ opinions on teaching

methods and strategies.” T5 also stated:

OISl e aslhd a8 5 o 81 IS O lasd oS5 s sl 10631 Jead TJBA s 535 (S )"
Jemd 5 11 e Ay dumbll el allld O GG slad (ST sladg o L8135 02 IS 2y allid O a5 jiell]
QPO {7 OS] DRI I g FSRP S WP W SYEN RTINS EQR B

“my teaching during the first term was tragic, but one of my students was my relative and he
was an outstanding student and I asked for his opinion. I should have asked for his opinion
after every lesson, but it did not come to my mind. But it came to my mind to ask him at the
end of the term what were the difficult and easy things during my teaching period. What he

told me benefited me to improve myself in the second term.”

And when asked about an example, TS said:

VBT () i Bas 515 jSa 0o AB[H dsad Vs 3,88 AW ikl i€ SB[ ) gl e LUSTAS, [ 1
" dadd C),-.‘@Dji

“The way I write on the board, for example, I was writing lots of examples on the board about

five examples for every idea and he advised me to write only one or two.”

In addition, all these four teachers said that they chose and decided to ask for their students’
feedback by themselves. They were not asked nor urged by someone else to ask for their
students’ feedback and comments. Concerning the place where these students asked for their
students’ feedback, table 5.3 clearly displays the fact that two teachers (T5 and T12) said that
they applied this strategy at the Syrian state secondary schools. By contrast the other two
teachers consulted students for their feedback in places other than the Syrian state secondary
schools; one teacher adopted this strategy at a Syrian private secondary school (T4), whereas

the other teacher adopted that strategy at private classes of English at his own home (T6).
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5.3.17 Summary of section 5.3

Overall, the teachers reported doing quite a lot that is not prompted from the outside, more
than what was expected. Also, the data showed that background issues played a pivotal role
with certain issues. For instance, teachers at the countryside reported depending more on self-
chosen issues to improve themselves as teachers including online resources/ self-recording and
this is due to the lack of other PD resources in the countryside. Even colleagues and head
teachers were not necessarily seen as a good source of support for TPD. By contrast, there was
clear evidence in the data that there were lots of thing available for teachers in the city, such

as training, workshops, and unplanned classroom visits made by PD providers.

Moreover, novice teachers showed more interest in engaging with modern ideas through
training, workshops, and higher studies, whereas experienced teachers may seem to resort to
experience sometimes. In addition, the data showed clearly that some teachers depended on
certain TPD activities (such as observation) when they first started teaching and after that they
no longer did it which may also shed light on an important issue: the lack of preservice training
which some teachers referred to. Also, teachers referred to obstacles that affected TPD such as

the problems in Syria and issues of safety and distant travel.

There is also a general point that some TPD activities were disused due to teachers being

unaware of them, eg recording lessons, and asking for students’ feedback.
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5.4RQ4: What types of professional development activities would the teachers

ideally like to pursue? And what are the obstacles?

Table 5.4a Summary of teachers’ responses relevant to RQ4

Things the teachers would
like to follow ideally for TPD
or which they think should

be available

The place where the TPD

would occur

The obstacle / Who or
what is needed to facilitate

it

Training courses on teaching

methods. (1)

The British council and the

American cultural institutes.

Problems in Syria

Pre-service training (1)

Teacher training and

qualification center

In the hands of other
stakeholders to make

available

Continuous training (1)

Teacher training and

qualification center

In the hands of other
stakeholders to make

available

Workshops (1)

Teacher training and

qualification center

In the hands of other
stakeholders to make

available

Subject of Teaching methods

in the first year at university

3)

At the university level for

students whose major is English

In the hands of university to

provide the course

MA in ESP (1)

Watch the Egyptian
educational channel. (1) At home Problems in Syria
Higher academic studies at the Lack of time, money
universities (MA/ PhD). (2)

Universities.

Unavailable in Syria
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Diploma in neuro-linguistic

programming. (1)

[llaf Train the HR development

leader, Damascus

Travel distance, expense

More TPD activities in the

countryside

3)

Schools and Teacher training

and qualification centres.

In the hands of other
stakeholders to make

available

Benefit from a PD provider in

every school

State schools

In the hands of other
stakeholders to provide

Consult experienced teachers.

)

State schools

Lack of time

Transfer the TPD experiences
of the private schools to state

ones. (2)

State schools

In the hands of other
stakeholders

Observe Syrian colleagues
and colleagues with different
nationalities and experiences

teaching

State schools

Lack of time
Unavailability of Teachers

with different nationalities

Research on more teachers
concerning the issue of TPD

in the context.

State schools

In the hands of decision

makers to support such

research

Integrate  technology into

education. (2)

State schools

In the hands of decision

makers

Travel abroad (2)

Foreign countries

Expense, problems in Syria

Audio-video record lessons.

)

State schools

Teachers own choice and

lack of equipment

Work on improving

themselves as teachers. (3)

State schools

Teacher’s own choice
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Table 5.4b Summary of other stakeholders’ responses relevant to RQ4, suggestions for TPD to

be done ideally.

Suggestions about TPD to be done by teachers ideally.
These could have been suggested also by the teachers, and

in the starred instances they were

The obstacle / Who or
what is needed to

facilitate it

*Watch the educational and satellite channels (1)

Problems in Syria

*Travel abroad (2)

Expense/problems in

Syria
*Continuous training courses (6) Other stakeholders
*Workshops (1) Other stakeholders

*Pursue higher academic studies (MA/PhD) (2)

Lack of time, money

*TPD activities in the countryside (1) Other stakeholders
*Exchange ideas among teachers (2) Teachers

*Work on improving themselves as teachers (2) Teachers

*Consult qualified staff members concerned with TPD (1) Other stakeholders
Conferences/seminars/ forums (3) Other stakeholders
*Create cooperative /collective teaching environment (4) Teachers
Suggestions concerning what the respondent thinks other

stakeholders should do/provide to support TPD in general

Increasing teachers' awareness of TPD (2) Other stakeholders
Consideration of teachers’ need and individual differences Other stakeholders
Attracting good students to the profession of teaching (2) Other stakeholders
Adopting the reward and punishment technique (6) Other stakeholders

In this section, I will present the findings related to the fourth research question so as to shed
light on the types of PD activities which teachers would like to have ideally in the context of
the study (the city of Deir-Ezzor and nearby countryside). I also cover the obstacles affecting
them, which correspond to the people or circumstances which would facilitate them, if altered.

Answers which I obtained in effect reveal something of the participants' attitudes to different



182

kinds of TPD activities, since what they ask for is presumably what they see as valuable. Also,
where necessary comparison/contrast will be drawn with other stakeholders' data relevant to
these issues, showing some points of similarities and difference between teachers and other

stakeholders.

The findings are summarized in table 5.4a for the things that teachers said they wish to have
ideally. The table also includes further details on where the desired TPD would occur and the
current obstacles to it, which of course might become facilitating features if the relevant
circumstances and people changed. Table 5.4b shows the parallel information from the other
stakeholders, and shows that almost everything they mentioned which might reasonably have
been suggested by the teachers themselves was in fact also suggested by the stakeholders
themselves, which indicates that they think to some extent along the same lines. There were
however some things suggested by the teachers which did not come to the mind of any of the
other stakeholders and a few ideas of the other stakeholders which were directly about their

own role rather than what the teachers might want.

Among the different TPD ideas in tables 5.4a and 5.4b I identified three general types which I
use to organise the interpretation of the information in more depth in the following sections.
Many teachers sought some kind of training from TPD providers in authority, whereas some
teachers refer seemingly to some sort of input from other teachers, while others refer to teacher

self-improvement. So, it is also the case with stakeholders.

5.4.1 TPD as offered from professionals

Looking first at the ideas involving training by some kind of professionals, we can see that
many of the teachers talked about a range of kinds of outside training, workshops and other
resources that they wish to exploit ideally as a source of TPD. This showed itself in the

following ways.

- A wish to follow training courses on teaching methods at the British council as well as the

American cultural institute which are both based in Damascus. T1 clearly expressed:

ARSI el A Al S0 A 5V ARG i 33l 08 ([ an (1 133 )] 8 <l 50 gLl cae i
" O [ALTA )0 A s (Sl sl Al sl AU S pal1ISL]
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“I would like to follow training courses on teaching methods which are delivered by native
speakers of English at cultural councils such as the British and the American cultural councils.

These are special training courses for teachers.”

This is something self-chosen not recommended/imposed by other stakeholders. Attending
such a course could be a good opportunity for teachers to improve themselves and their
professional skills by observing a native speaker of English teaching and reflecting on it. The
teachers may also benefit from the way technology is being integrated during the training
courses or they may get some pieces of advice and the best websites to go for helpful teaching

tips or other professional issues.

- Pre-service training should be provided by MoE for teachers just after graduation and before
starting with the profession of teaching. In fact, teachers in Syria can start teaching just after
graduation which could be challenging for some teachers who may not really be fully prepared
for the realities of the classroom, nor professionally well-prepared. TS emphasized his wish by

declaring that:
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“I wish that after graduation there will be training courses available for teachers to follow. So,
if the teacher had some points of weakness during his undergraduate study, he will be able to
make up for that lack by following such training courses. We do hope that such training courses

will be available.”
In this way, he did not suggest they should be obligatory, but a choice of the teacher.

- The availability of continuing training courses. Some of the teachers believed that training
should be available for teachers throughout their careers as teachers, not just once every couple

of years. For example, T7 stated that:

e s adady e J¥) GeonlIOS 5l s aaa sl age TN 8 a1l ) 53 () s alljady Of (el
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“I wish teachers follow continuous training courses that will update them on all that is new,
even if the teacher was rated the first one of his colleagues during his undergraduate study, his
level will deteriorate if there are no such training courses. For example, in our studies for
Master’s degree in translation, we are always updated on new words that were recently added
to the dictionary. Likewise, for teaching, teachers should be updated on the new techniques
that are applied all over the world, how to improve himself and improve his students as the

teacher builds a generation.”

This idea may come from the fact that this teacher was doing her MA at the time when the

interview was conducted with her. Similarly, T8 suggested the availability of:
" a3 53 68T s p2alT g 5 s ) a1 s ) s Lali sl (el A a5 ) g

“continuous training courses for teachers, exactly as students are taught, teachers should be

taught to be teachers.”

In the same vein, some of the stakeholders also referred to the need for continuing training

courses for teachers as indicated by S8:
S JS Ler G yalla) 33010580 Of 5 I e el L3 < il Ay 585 (1C) ) 531 ) il 5 3 93 5 10"
" Rl NAE OBl
“Training courses and seminars should be available and continuous as they help that<TPD>.
Teachers’ commitment toward it should be serious and supervised by people in charge.”
Similarly, S9 suggested:
"l sk Ol s AU (e 2l 3 jaiesa 1] 5 1SS

“Increasing the continuous courses for teachers and all that is new in professional

development.”

In fact, training courses and other externally provided TPD activities are not often available in
the city of Deir-Ezzor; even in normal times they are not often available. Even when they are
available in the context, stakeholders are usually selective in their choices for who to attend or
follow the PD activities; selection of teachers could be based on their ages, experiences,

schools ...etc. So, most often, this is not a teacher’s choice of TPD, rather he/she has to be
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invited. For example, more experienced teachers may be chosen to follow or attend certain
high level of training courses or workshops at the capital city of Damascus. By the completion
of these TPD activities, they will be awarded certificates and can supervise novice teachers on
certain TPD issues, not only at the schools where they work, but also at other different schools
or at teachers’ local training centers. On the other hand, novice teachers may be selected to
follow training courses that are offered locally in the city where they teach at the local teacher

training and qualification center that is available in every city.

-In this connection, some of the stakeholders mentioned the need to make available seminars,
forums as well as conferences that are almost unavailable in the city of Deir-Ezzor. For

Example, S7 expressed the need for:

" Ol [Ebani[  Caany Al o) al | AA G yaiy[ase
“holding special conferences.... holding seminars and forums for teachers.”
Also, S16 stressed that conferences need to be made available in the context of the study:

pee ) o (s (5 S ITIadlaa T AL ST B 5 310 AT eyl e 5 Bl [l i 510 580 55 (il
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“I wish that national and international conferences would be available for teachers in the city
of Deir-Ezzor like those in the rest of big governorates in order to update them on all that is

new and useful in their field of work as teachers or in the field of teacher professional

development.”

- A wish to attend workshops that are offered for teachers. This is more likely to be

recommended, but not obligatory for teachers by other stakeholders. For instance, T15 wished:

el ki dgilas (ulad 58 s 1] LY ki s s al[10S e o B Lar Nl ) 5 [ ES I ) guan
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“To attend lots of workshops ... to be updated on all that is new. ...and applying new ideas is

the basis of the process of development of teachers’ performance.”

This wish was also emphasized by stakeholders, S9 stated that:
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“Trainees who followed courses or any form of professional development outside the country
can hold seminars or workshops where they can transfer these experiences and skills to their

colleagues.”

- The subject of teaching methods should be taught right from the first year for students who
are studying at the department of English and who are expected to be teachers of English. In
this way, they are suggesting here something that would be obligatory in these degree schemes,
rather than a teacher choice. Although, students of English find the subject of teaching methods
as a very useful and interesting subject, they study this subject only in the final year during
their own undergraduate study. In fact, not only this teacher, but also many other teachers

talked about this point at different occasions during the interviews. For example, TS5 said:
Bl A O a0 535S Ol ) o Slie W) e BAAT 13 Lo s US 30l aal ) dgm [ 21D "
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“During university study, the most important subject that we studied especially when
considering the fact that the majority of students will be teachers was the subject of teaching

methods.... The student will only study this subject in his fourth year.”

-In addition, some of the stakeholders, but not the teachers, talked about the importance of

involving supervisors, e.g. S17:
" e a1 OMSITIdSE &L o8 il
"I wish that there would be frequent visits by supervisors."

Another suggestion of a stakeholder, although not heard from teachers as well, concerned
involving input to TPD not only from above, or from teachers themselves, but also, in a sense,

from below. S15 suggested:

Dl T2 sea I8l G Canaand s p3a TR s [ AL sl JS8 Gty 571 el &l "
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“the involvement of parents and students in one way or another. It is not only the responsibility
of teachers to exert efforts for change and development towards the best in the field of

knowledge, teaching and teacher professional development.”

- A wish to watch the Egyptian educational channel at home (T10). There are usually seminars,
workshops, model lessons, and many other things that are broadcasted on that channel which
the teachers can reflect on and learn from. His idea is more likely to be a self-chosen one rather
than as something imposed\recommended by other stakeholders. By referring to this teacher's
background I can find out that he is an experienced teacher who is interested not only in TPD
issues in Syria, but also in places abroad. This teacher demonstrates that for him pursuing TPD
is a journey that should take place throughout the teachers’ career, it is not something that the

teachers should stop once the teachers becomes experienced.

Similarly, watching TV educational channel was also mentioned by other stakeholders, for

example, S4 stated that a source of TPD should be:
M Calaal iad Aanlad (1 G N g1 Clilad 1 aladi

“Making use of the satellite T.V and channels that broadcast educational programs concerned

with teachers.”

- A wish to pursue higher studies at university level, which of course is something self-chosen
rather than something that is recommend by other stakeholders. They are not required to do
that as teachers at the secondary school. However, teachers who consider pursuing their higher
studies can upon graduation get better positions and can even teach English at the university

and they will be well-paid. T11 said:

" Lo il o Ay ale Nl JaS] o) il
“I wish I could complete my educational qualification and follow my higher studies.”
Also, TS pointed out that:

O i [ saa[lle 38 5 A siwalalaul 33 g 5 ESP il ..., saa [ el gl of
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“I wish I could do a certain MA.... it is MA in ESP. It is a specific kind of MA that is focusing
on a specific group of people.” Due to his mention of ESP, most probably, this teacher has an

ambition to teach at the university.

Likewise, stakeholders expressed a desire that teachers do MA or PhD as a form of TPD like

T11, S9 specifically mentioned specializations that may not be available in Syria:

ol e il e () puan (213 &y 31 AA01G 40D a5l tiad U pn T snal 10l ) 08T cllia®
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“There is also the possibility of sending teachers to foreign or even English-speaking countries
in order to get higher degrees, whether MAs or PhDs, or following varied specialties that may

not be available in their countries.”

- A wish to do a diploma in neuro-linguistic programming. This is very much a self-chosen
type of self-development desired by one teacher. This kind of program usually takes place at
[llaf Train, an HR development leader based in Damascus. It is a private training institution
where people have to pay and it is not education specific, but aims at general improvement of
skills and abilities, developing ones’ own self which may to some extent help in TPD. T18

stated that:

Tllaf 48 55 <ol pals Aali (o8 5 4y s (8 (A0 OsSE 300 (A AT skl e padidy (Y Laad [ a1
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“The training is available for any person wishing to improve himself. The training is in
Damascus in Syria. It is delivered by Illaf Train Company for improving human abilities.
These training courses aim at giving the trainee an idea of human skills, his behavior,
performance, value, and the obstacles that may face him. It equips the teacher with the suitable
means to make a change in his behavior, thinking and feelings and to achieve his goals and
focus on teaching techniques. The training is for five days five hours daily. It is delivered by

specialist teachers. For example, I remember that teacher Mohammed holds a PhD in human
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ability development, he is a well-qualified consultant and trainer in this field and lectures at

the University of Damascus.”

- A wish that some TPD and technological training would be available for teachers who were
teaching in the countryside like that available for teachers in the city. Actually, these teachers
are asking for TPD in the form of following ITE or any other type of teacher training. T4

stated:

iy )1 all ] 8 L) s A gV el dall] g8 Lgfala oy A1 TLA G ylaa Tl Loy (B 1] 5[ of (el
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“I do wish that the good things that I experienced in the private school will be applied to the

state secondary schools especially to the neglected rural area.”
TS put it:

ook AL ALl s ok fond OIS (S5 aalail L 5SS 3 () sialy | 53lS agy Caill] a1 g yaall]alef o)
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“Most teachers I met wished to integrate technology into their lessons. But, it was something
theoretical that did not relate to reality. Most of these teachers were teaching in a traditional
way whereas wishing to teach in a better way.” He went on to say that: “I did not teach in the
city, but I heard that internet and computers are available, but in the countryside definitely

there is neither.”
Also, T6 said:

I native \[Joasd 3L 5 projectorss SN bl i alasin 5[ akei(l] 8 L s[$60]Jax of ma[ "

"E-learning is a top choice, fun to learn w3110 585 a8 @ Ualaiabums S (a3 (1]

“I wish to integrate technology into education such as using projector and students listening to
or watching native speakers reading the lesson where students will really enjoy it and the lesson

will be fun to learn, E-learning is in reality a top choice.”
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Very similarly, there was a reference to the importance of offering and facilitating TPD (in the
form of externally provided training) in the countryside as indicated by S17 who worked as a

head teacher in the countryside:

b O Al S 535 galiallel ) g5 AT 3 &y 58 il o el an % &) a3 53"
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The availability of training courses for teachers in the countryside, such as courses on
integrating technology into education, syllabus and computers.... I hope that the countryside
would be given more importance compared with city and teachers should be given the chance

to pursue their professional development.”

- In every school, there should be a PD provider, someone who is in charge of offering,
supervising and maintaining PD of the teachers at the school where he works. His job will also
be to advise teachers to follow/ attend TPD activities that are taking place outside the school

premises. T8 expressed this idea by stating that:

G il By s ebl0 o [0 e e Y 13y Gaia 3Ll camy o) Gaagy A (1S 8
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“at every school, there should be a teacher specifically assigned for this purpose. For example,
twice a month, he can arrange for training where teachers can attend and every time a new idea
is presented or teaching method such as the interactive method and explain things to teachers

about teaching methods.”

-On the other hand, some of the stakeholders talked about the necessity of raising teachers’

awareness of TPD. S1 suggested:
" e T Bu e Ao deally (apaal[Aiga TAsaii Vg a5l Aaaals (s aallls Gaina MG (1S (530 (s 5017530 )"

“Increasing awareness among all teachers and stakeholders concerning the issue of teacher

professional development, considering, as the responsibility of all.”

This represents a general strategy which the stakeholders could use to promote TPD regardless
of its type (top down, collaborative, individually autonomous). We saw in answering RQ2 that,

while collectively teachers were engaged in a reasonable range of types of TPD activity, it was
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by no means the case that they were all engaged in many of them. In some instances, this was
clearly because of lack of awareness of them. It could therefore be a useful strategy of the
stakeholders in various training and managerial positions in the first place not to simply
provide more courses etc. but rather to heighten teacher awareness of the full range of TPD

activities, including those that do not simply involve attendance at courses and workshops.

-Interestingly, some of the stakeholders also mentioned the idea of attracting outstanding

students and young people to work as teachers. This is represented by what S2 said:
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" A Cgall]

“Choosing outstanding students who scored high marks in the Bachelor degree and directing
them to the profession of teaching and tempting them by special privileges better than those in

other professions.”

The implicit idea here seems to be that if better teachers are selected in the first place then the
role of INSET TPD later becomes less crucial. This is however somewhat simplistic. For
instance, it does not take any account of a need for PRESET. Those who get good marks in a
BA English may have better English proficiency, but are not necessarily good teachers on the
basis of that qualification. Furthermore, it is widely seen by experts as a mistake to assume
that initial qualifications mean that no later INSET is required. Changing conditions, both in
terms of students and syllabuses, will always create new challenges to be met. Hence teacher
ability which might serve her initially will not necessarily be successful throughout her career.

Continuing TPD is therefore always needed.

-Adopting a rewarding and punishment technique as an incentive is another general strategy
for TPD suggested by stakeholders. Their judgment criteria would be teachers’ performance,

students’ outcome, teachers’ interest/ neglect of their TPD. For instance, S12 said:

L2 11253 el e g AN Cpms y2all] agiDU BB 528 | 53 sSul ngaandil g SV (s aal[Ay gim[JAual[] 330 g2 il
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“Awarding material and symbolic rewards for competent teachers and encouraging them to be
role models for their colleagues. To be updated on students’ outcomes and results and work

according to the principle of reward and punishment.”
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This then shows a concern of some stakeholders to promote TPD by an indirect route. If good
teachers are rewarded then that motivates other teachers to improve themselves. The best way

for them to do that is to engage in some TPD, of whatever sort.

Moreover, stakeholders believed that teachers need continuous support, help and consideration

of their needs and individual differences. For instance, S18 stated:
" o[ DaiesalTae (T g Cpann y2a e 1Y 8 e Aadlilellia () 5S35 (o ang 43l i f aai”

"I think that there should be continuous follow up to teachers’ performance and offers of

continuous support. "
Also, S2 pointed out:
" Ol agiac Ll s an s A1 5 (s el (e 1Y) (il s [Taas Basaa (1] jabocaallly JUSEYL Cpns e T

“Educating teachers with new ideas and resources. Developing the creative sides of teachers

and supporting them and helping them towards achievement.”

-Most importantly S1 and S18 focused on teachers needs and individual differences that may

ensure the success of any PD program. S1 stated:

" AgigallAsaniides 3 GulY) agd oY) G Gaydellclaliial 30 5 L o il
“I wish ... that teachers needs would be taken into consideration as they are the basis of the
process of teachers' professional development.”

In the same vein, S18 stated:
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"I think that any system aiming at improving teachers’ level and facilitating their professional
development should take into consideration differences, divergences and personal

characteristics among teachers..... For example, it would not be possible to apply the same
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training system in schools in the city and the countryside. As you know, teachers in the
countryside may need more support than those at the city.....even in my own opinion teachers

of the same school differ...... teachers need lots of support."”

5.4.2 TPD as input from other teachers

In this part the TPD which is desired is seen as something externally provided by the help of

colleagues rather than higher stakeholders:

- Consulting experienced teachers about the methods of teaching English, presumably in
Syrian state secondary schools. This is more likely to be a self-chosen strategy rather than

something imposed/ recommended by other stakeholders. T3 stated that:
" AP 58y ek b Bae sl [ig (o) i G a0 AR 3 oo ST ISE alal ol e i

“I would like to learn more about the methods of teaching English from experienced teachers

to help in improving students’ abilities.”

The aim of such a strategy could be for getting some pieces of advice from experienced
teachers in order to improve the teaching methods. So, like the set above the teacher is
expecting to obtain wisdom from outside not inside himself. Also, communication among
teachers in the countryside in the form of sharing opinions and views is almost unavailable
especially when we consider the need of this novice teacher for advice and sharing of

experiences with experienced teachers, as indicated by TS5 himself:
" (S sl agaaza s S Taa Ve s (S5 agl ) oo G el T € Ul Tan e gau 4"

“Unfortunately, I was asking for other teachers’ opinions but, unfortunately other teachers’

situation was worse than mine.”

The reader can notice how T35 used the word “unfortunately” twice to express his sadness and
regret about the absence of opportunity for sharing of views among teachers, as he believed

that they were all struggling on their own with almost no guidance nor support.
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Similarly, consulting teachers and exchanging ideas with them was also stressed by other

stakeholders as a source of TPD. For instance, S9 stated that:
"o lenlldex s @i bl (o a s Cp paal[anles Ly 0 55 a6 Y15 ISEY) Jals agilS[L"

"They exchange ideas and opinions so that a learning environment will be created for teacher

that is based on mutual and collective work."

- Transferring both TPD practices and teaching methods that take place at the private schools
to the state ones. Two teachers who had teaching experience in PS referred to TPD in the form
of experienced teachers observing other teachers’ classes and providing comments and
feedback, and weekly workshops/ meetings, as well as actual teaching methods such as use of

technology in classes. For example, T4 stated in general that:
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“I wish that the good things that I experienced in the private schools will be applied to the state

secondary schools, especially in the neglected rural areas.”

Again, there is a reference to the countryside areas as he himself was teaching in the
countryside. By comparison, T8 seemed to focus on TM, saying that there should be a

consideration of:
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“the issue of private schools teaching; there is always what is new there. So, it is possible to
take some ideas from them and add or change them to be applied at state secondary schools.

Teachers should benefit from what is new and apply it to his lessons.”

- Conducting classroom observation, observing Syrian colleagues teaching which is more
likely to be a self-chosen strategy. This same teacher wished to observe not only his Syrian
colleagues while teaching, but also colleagues with different nationalities and experiences. T13

stated that:
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“I think that teachers everywhere should have the opportunity of observing other teachers with
different levels and teaching experiences. I still wish to observe my colleagues in the
profession. Also, it will be interesting if I have the chance in the future to observe colleagues

of different nationalities.”

- One teacher implied that the sort of research I was doing on TPD served in fact as a form of
TPD, since he learned something from it. Therefore, T2 called for more research to be
conducted on teachers of English and other teachers on issues related to their own PD. He was
impressed by the researcher's topic and showed a great deal of willingness to participate. T2

stressed the idea that:
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“I wish that the majority of teachers of English in particular and teachers in general should

undergo such a study as this and wish you all the best and success.”

As far as [ know, no such study has been conducted before on TPD issues in this same context,
or is planned to be in future. In Syria, research on teachers would most likely be conducted in
the Syrian main cities where there are the oldest Syrian universities. Also, this same teacher
may be someone who is also interested in research and feels the importance of conducting such
research as it will be useful and interesting to be conducted in this context. Probably,
conducting such research may open the researchers’ eyes to important issues of TPD and the
outcome and implications of such could greatly benefit teachers to change certain practices,
beliefs and act different to improve their own TPD. It is worth mention that this same teacher
wished to pursue his higher studies, a wish that has been affected by the terrible conditions in
Syria. Furthermore, it might be that the current research has also raised teachers’ awareness

about the issue of TPD and its various types, as implied by his suggestion.
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- In addition, there was evidence in stakeholders’ data of the idea that teachers need to work
in cooperation or collectively, in a way that enhance feeling of belonging to a supportive

community of practice. S9 clearly stated:

e Y elea Ndanls @l linloubal o a6 Cp [ Faled a0 S5 i o) )81 5 SISV Jalis agilSL"
O 1y HAd (V] semd lan 5 )5 e SV 128 5 (L) (amy (8 Luad S Bl s 52 T er [T sl

" abalas AT saling

“They can exchange ideas and opinions. In this way, an educational environment will be
established that is based on mutual and collective work rather than individual work and

personal suffering, in some cases. This is very necessary especially for novice teachers who

need continuous support.”

5.4.3 TPD by self-improvement

The following represent the rather few instances where the teachers wished to follow some

form of self-improvement not involving peers or training by professionals:

- A desire to travel abroad as a source of enhancing one’s own self. One of the teachers spoke
of a wish to travel to an English-speaking country and when asked about the reason behind

that, T17 said:
" A Y ARl A DA Sl o (e g e (b yaiTly Cilaainna el 23"

“To be integrated into these societies and to be closely introduced to their culture and to acquire

their real English accent.”

Another teacher spoke of his wish to travel abroad to different countries such as England,

Japan, France, and America. T16 said:
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“I would like to go for educational trips to Britain, Japan, Germany, and America for no less
than one months. That is to closely observe the developed and modern methods and techniques

of teaching and benefit from their experiences and apply them to our schools.”

Both these can be construed as self-chosen and self-supplied TPD, presumably involving

personal reflection and experience, rather than as TPD imposed or supplied by others.

Very similarly, some stakeholders mentioned a wish for teachers to travel abroad in order to

improve their own TPD. S5, clearly said:
Al [ aglelii s ST o duilay OIS (A )9 (3 weSI8) 8 Cpnpall]elal sl ull) Juadl i
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“The best way to improve teachers’ performance is involving them in courses in Britain or
America and in interacting with those societies to improve themselves linguistically speaking

and closely know their culture.”

In the same vein, S16 stated that:
M e[ oMl aglS Tl SCh jla Ty <l e [nudiSY g JUA (e pms s3Iy

“Sending prominent teachers abroad in order to gain skills and knowledge which they can

transfer to their colleagues.”

- Audio or video recording of ones’ own classes in the Syrian state school is clearly a self-
chosen and self-provided TPD strategy. T20 declared that:

" sl el Adas) 3 w5 a0l e 58550 5 5[] (o sy o g8 O il
“I wish I could audio-video record my lessons and to present my own lessons using computer-

based projectors.”

This implies a TPD purpose, but does not say it clearly. Probably, the purpose is to review
the lesson later and reflect on what went well, the successful and unsuccessful aspects of the

lesson. Interestingly none of the other stakeholders mentioned this one.
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- Teachers should work on improving themselves, professionally speaking since TPD is
something provided internally, by ones’ own self, rather than as something that is externally

provided by other stakeholders. This was most explicitly stated by T4:
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“I think that change should begin from teachers themselves to improve themselves before
depending on others or on the government. With the availability of the internet teacher

professional development will be the responsibility of teachers.”

So, there is a clear evidence that he refers to teachers as the ones who are in charge of pursuing

and improving their own TPD. Likewise, T18 stated that:
M sl olaiLoas O Cn g A paall idaai 5 5 A ymallicany el el )"

“the successful teacher loves knowledge and he is thirsty for knowledge and should also work

to improve himself.”

So also, a few stakeholders believed that teachers themselves should work on improving

themselves professionally speaking as indicated by S2:
" oadd s (538 IS alailly du yrall] e alxill e Sigall] shilldads o aay”

“Teacher professional development should include learning in school and personal self-

learning.”

5.4.4 Obstacles affecting fulfilment of teachers’ wishes for TPD

We have seen that both teachers and other stakeholders talked about different types of TPD
activities which they wish to be available ideally, and undoubtedly the majority of what they
wished for could be useful and important as far as the process of TPD is concerned. However,
they also highlighted some issues that may hinder or negatively affect TPD at the time when
the interviews were conducted, or in some cases mentioned things that would facilitate certain
kinds of TPD. Obstacles and facilitators are really two sides of the same issue: if an obstacle

is removed, then there is facilitation; if a potential facilitator is not present, then that constitutes
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an obstacle. These factors were classified in our coding system in terms of who or what it is
that is creating/not removing the obstacle, i.e. conditions such as the current state of upheaval
Syria, the central MoE in Damascus, the local Education Center in Deir Ezzor, the Universities,

issues of time and money, teachers themselves, etc.

The unstable conditions in Syria represent, hopefully, a temporary type of obstacle and once
the problems have stopped, many TPD activities would be available again. Some aspects of
TPD issues were originally taking place, but have been affected by the problems, including:

Following training courses in the British as well as the American Councils as indicated by T1:

e glia oW1 G A1)y &l i AR AR UM 4 A8 S) jall]g) Ay s (8 8 jiaall] e ¢l g1

"y g b5 sl

“The unstable conditions in Syria. The Councils are currently closed for about 3 years due to

the unstable conditions in Syria.”
-Watching the Egyptian educational channel, as stressed by T10:
" e el AT 5 oy yla "

“because of the difficult circumstances and events which my country is passing through.” I

interpret this to refer to the continuous electricity cuts for a couple of hours daily.

Other stakeholders also held a similar view and clearly stressed that the war has negatively

affected TPD in Syria. For Example, S16 stated that:
" e el i T e £y s LG Waagdl STaaY) <o fAGga b (ST

“But in fact, the problems that Syria is currently witnessing affected teachers’ professional

development.”

-Moving now to specific human agents, head teachers were seen as a source of obstacle by one
of the other stakeholders, though surprisingly none of the teachers mentioned that as an

obstacle. S3 pointed out that:
" 83 gan ] o5 a8 ol A5 slad ] k[T e [Tl ol DA ([ peSs A8 ya 17

“The obstacle is represented by uncooperative school administration or it may be limited

cooperation”
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Furthermore, according to teachers the central MoE can represent an obstacle. There could be
ulterior reasons such as policy priorities or financial considerations. MoE negative effects are
represented by the lack of implementation of broad initiatives such as:

- Pre-service training should be available for teachers just after graduation and before starting

in the profession of teaching (T5).

- Lack of continuing training courses, or workshops available locally, since the majority of
these are mainly available in Damascus where travelling could be a waste of time, money and
effort of teachers who are already overwhelmed by lack of time. Instead, they should be

available locally. For example, T12 clearly stated that:

o sy G L[] ) adeay L[ 3500 Ll lall] 8 8585 08 ol cpm yaad[ Pan el )5 L] S0 b sY"
"_:d;) JSB_ILCLL&LAAAB.\AD}MEUAJJA[

“there are not many workshops ... available for teachers. Or they may be available in the
capital city of Damascus which makes it difficult since teachers have to travel about five hours

each way.”

Likewise, from the point of view of stakeholders, the MoE was mentioned as an obstacle again
in the lack of pre-service training for teachers which is seen as challenging for teachers, as was

indicated by S14 and S15 respectively:

Aol iala 0 GRSt 8 A sn ] 3 oo el idem Wi 535 (s 050 O s 58I 5300 Rn a3 Jae”
”,r‘hs-B;’D

" University graduates start the profession of teaching immediately after graduation, and
without any training, which makes the teacher face difficulty in adapting to students’ needs,

and preferences".

Last agi[ 0 TAL WA 5 () g ydal)ang 28 5 G iR 5 pSLIJBIA (5S84 ) g (B dam 2311 ) gafl]adar 0"

o S0 s Sl smalAgal 55 Cualllla) 5 G pSiTile 58 500 agmn 3 O Y < sl IR | s
" gl skl Axi s Assdi g gkl g guia [ ]

"The majority of training courses in Syria are available after starting the profession of teaching.

Teachers, especially the novice ones, may find it challenging during the first few years of their

teaching to concentrate on teaching and classroom management and facing the obstacles on
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one hand and concentrating on the issue of improving themselves and pursuing their

professional development ."

In addition, universities were regarded by some teachers as an obstacle. An example is that the

subject of TM is only taught in the last year for students of English. T5 said:

B[od (a0 558w Tl ] b ole W) Cams BART 13T L yas LS BAL[RJ BETN RN
028 e Qtall, LN BT 0o (o5 sl o yma¥ 5 BT Ay 3V sl ) iUl 03 1]

" A [ Al jo AT S Jasé 3alall)

“During university study, the most important subject that we studied, especially when
considering the fact that the majority of students will be teachers, was the subject of teaching
methods. The student studies his first, second and third year and does not know anything about
teaching methods. The student will only study the subject of teaching methods in the fourth

year.”

Hence, this implies that it is the university which needs to change this. TS even went on to talk

about his wish for who should teach that subject:

il L) L 5o B[R G Ja 50 pala (1300 8 [ )TG3 583l o) aa, st (SETe LS00

" g NN andll] 8 Al B ey (o la Ml 0 ga g (a8 Sl e Lide (11368 (5 30

“The second issue is that .... the subject of teaching methods should be taught by a well-
qualified lecturer. For us, it was delivered by a teacher of English which really affected us,
although there was a PhD holder who was teaching another literary subject in the department

at that time.”

Also, TS5 believed that what prevented him from completing his higher studies was that an MA
in ESP was not available in Syria. This again could be something that the Syrian universities
should take into consideration one day: it is the university decision as to what MA to teach/

offer. By contrast, none of the stakeholders mentioned universities as a source of obstacle.

The local education center was also reported by some teachers as an obstacle, since example

it should be in charge of:

- Transferring PD activities from private schools to state ones, as was indicated by T4 and T8,

which is an issue in the hands of headmasters as well. T4 stated:
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“I do wish that the good things that I experienced in the private school will be applied to the

state secondary schools especially to the neglected rural areas.”

- Also, it should be responsible for providing TPD, ITE programs as well as technological

facilities in the countryside, TS put it:

O Comans OS[ Al A Guoal ol adedl L g[S JA01 () siay |53 ago Coill] cpdll] Cpmn yaall] 21"
" Y Ladad oy 0 LT s i) 5 55 s T 53

“Most teachers I met wished to integrate technology into their lessons. ... I did not teach in the
city, but I heard that internet and computers are available, but in the countryside definitely

there is neither.” Also, T6 said:

I native \[Joasd 3L 5 projectorss SN bl i alasin 5[ adei(l] 8 L s[$50]Jax of ma[ "

".E-learning is a top choice, fun to learn o= 1055 (o0 @[l aliatums Cus g ya(l]

“I wish to integrate technology into education such as using a projector and students listening
to or watching native speakers reading the lesson where students will really enjoy it and the

lesson will be fun to learn, E-learning is in reality a top choice.”

What these teachers want are both training on ITE and the relevant hardware and the internet,

which are unavailable in the countryside.

- A notable facilitating factor would be if the local education center placed a PD provider in
every school, who would be in charge of offering, supervising and maintaining PD of the
teachers at the school where he works as well as that taking place outside the school premises,

as was indicated by T8.

Very similarly, some other stakeholders considered local Education centres as obstacles due
to the lack of PD activities and technology provided in the countryside. For instance, S17 stated

that:
pac o AL Aalia[lilS V) Caaa 5 Aiuall] 8 WD a4 U T 1] A dsiga TRy 5l 3 ) 5[ AL "

" Y5 A seSIRI )m R LA b s [$SS1 J4) 58
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“Lack of resources and teacher professional development in the countryside compared with
those in the city and weakness of available possibilities. Lack or unavailability of technology

in countryside schools, such as computers and internet.”

In addition, the MoHE can be considered as an obstacle. For instance, more research should
be conducted on teachers of English and other teachers concerning their own PD. T2 voiced

the idea that:
" A3 1388 Jia e G y2allls U] s 2 0S8 AR s 3 adan [ty o (il

“I wish that the majority of teachers of English in particular and teachers in general should

undergo such a study as this”. This is an issue that is in the hands of MoHE.

Issues of time and money may also be an obstacle to TPD, although indirectly they are
controlled by those who pay teachers and control teacher time. For instance, following a course
in neurolinguistics programming, travelling abroad or audio video recording ones’ teaching
may all be affected by that. For example, things that T11 reported as affecting pursuit of higher

studies were:
" NG Gl ALY (galalTanda 1Tz sty Ol 0"
“mainly two things; the financial situation in addition to being overwhelmed by teaching.”

By comparison, the long travel distance and material issues affected T8's pursuit of

neurolinguistics programming:
" A e A3 (A B0 Al sk o (Al s el DA STl "

“The training is available for any person wishing to improve himself. The training is in
Damascus in Syria.” There is an indirect implication in these examples for the educational

authority since that decides pay and working hours (the MoE).

In addition, financial issues may hinder audio/ video recording a teacher's own classes. T20

clearly stated that:

153 3 pala S Y1 5 3ila ) "
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“the obstacle is limited financial capabilities.”

It is headmasters’ responsibility to provide that at their schools, but the amount of money the

school has available to spend is decided by local education center.

Consulting experienced teachers was also affected as teachers were more concerned with
delivering their classes and sticking to the curriculum plan set by the Syrian MoE. Teachers

may be overwhelmed by teaching and lack of time. T3 said:
" e [e) o Gama pTOT AR m 5 g ST ISaH ol ol e i

“I would like to learn more about the methods of teaching English from professionally

experienced teachers.”

Furthermore, observing Syrian and international colleague teaching is affected by the fact that
the presence of teachers with different nationalities in the city of Deir-Ezzor is very
uncommon. Again, teaching is a demanding kind of job and obviously lack of time constitutes

another obstacle very common among the Syrian teachers. T13 said:
" Addalleds (& AdHA e 0 )3 ad Ll 3K G 500 J sl [ 58"

“I am overwhelmed by teaching. Also, it is very rare to meet teachers with different

nationalities in this city”

Issues of time, money and travel distances were also referred to by other stakeholders as
obstacles that affect TPD in Syria. For instance, concerning the issue of time S16 clearly stated

that:
" S Uee JB A Jery agaiany Of 22 38 5 i 511 a0 s TG LSS T Sla"

“Many teachers suffer from lack of time and we may find that some of them work in another

field of work.”
In the same vein, S8 mentioned lack of time as an obstacle:
"L s S el a1 sSE ) salleda (Y & iiTade ani

“Yes, lack of time as these courses will be during school working hours so there will be a

pressure....”
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In addition, issues of time, money and travel distances are evident in what S5 said:

L1038, 00e Cmmpalligmny Jae GSUT aay BT el [iga TN J8 o ST sa T ans Sl ani"
"5 Yy S ] B0y 1al sala%s s AT Jaely Jand 6 W 58 ) sl ol <l ) salloda L) () Clag[ o

“Yes, there are some factors that hinder professional development such as teachers’ places of
work that are distant from the city centre, which prevents them from following these courses,
or they have to work in other different jobs after official working hours to secure a decent

living for their family.”

-Finally, it is undeniable that the teachers themselves may have some responsibility for
hindering their own TPD: teachers should consider and work on improving themselves, as was
indicated by T4 and T18. Probably lack of TPD awareness may affect that or the fact that
teachers are overwhelmed by teaching and in some cases have another type of job, as described
above, leaving teachers with almost no time for reflection and considering issues related to

their own TPD.

The teachers themselves were also named by some other stakeholders as an obstacle:
undoubtedly teachers' reaction, mentality, attitudes, feelings, and beliefs about TPD may
negatively affect their uptake of or interest in TPD. Teachers may evidence their lack of
facilitation through their unawareness/ lack of interest in group/ collective work or
unawareness of TPD itself. In addition, teachers may show fear of or resistance to change. For

instance, S18 stressed that:

Jala e s eleall]derNapaaly G )2 NA8 2[5l e 5 pae | ASHE0 sl il pdall] piany Caga "
RAVENG EQ WV

“...Some teachers fear of change or resistance to it.... teachers’ disinterest or ignorance of the

importance of collective work whether inside or outside the school.”
Similarly, S15 stated:

e Aie YL A ) aga[sS5 ) paicua G s sl Aadliag laa) () sam¥ Gad o sdelpmn ia aad”
"y slEs gal[]

"Yes, there are some teachers who do not show interest in pursuing all that is new regarding

training or they may be interested in depending on what is traditional and old."
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Furthermore, S16 indicated that teachers’ feelings could affect TPD:
" e e [385 (ST ) salelad Lia U (s yaalllpimny Hgmdi pde L ) sn 1S 8"

“Obstacles may be represented by.... some teachers' lack of feeling of satisfaction with the

courses that we offer.”

In addition, some stakeholders talked about lack of teacher awareness of TPD (which was not

mentioned by any of the teachers).
Concerning the obstacles, S1 stressed that:
"l Ariga 1A gati Tl oo 5ITAN s 5[ W) o2a aal (f aie] | Lia

“Well...I think that the most important thing is lack of awareness about teachers' professional

development.”
S10 expressed a very similar view:

By g s sal]aa Apaaly (uyaall] e 5 A8 g ale IS (s pael [Aiga T 118 a3 SIS s gaad ) e
"_'5)5‘514[&\)‘93[01.;3 alxd [AP) ‘_;c PIEX

“I think that the worst factors that generally hinders teacher professional development is lack
of teachers’ awareness of the importance of this topic. It may affect his reaction towards the

available courses.”
5.4.5 Conclusion/discussion for RQ4.

There is a great deal of similarity between teachers and other stakeholders’ data in answering
RQ4. The result here seems to suggest that teachers specially value TPD in the form of some
sort of input from professionals in the form of training, since that dominates the suggestions.
Also, the majority of stakeholders' suggestions indicate their view of TPD as provided top-

down.

Probably, teachers asked for training from professionals primarily here, because they may trust
their self-development abilities or their own ability to develop by reflection on experience and

they feel they can do all that already, so it is not something they lack at present.
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There was no mention of a wish to make more use of internet or TV resources probably because

they have no problem using that already.

Also, none of the teachers referred to action research, at least not mentioned by name, probably

because they are not aware of that or because of lack of time.

On the other hand, stakeholders, due to their different perspective, suggested important general
policies or strategies which naturally were not mentioned by teachers, e.g. adopting reward
and punishment techniques, considering teachers’ individual differences, and generally raising

awareness of TPD.
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5.5 RQ6 what effects do teachers or stakeholders think any TPD they have

engaged in has had on their teaching beliefs, practices or affects?

5.5.1 Teachers' views on the effects of TPD

In this section, I will present the teachers’ reports of the effect that TPD activities had on their
teaching, beliefs, ideas, feelings and practices etc. Then, I will shed light on other stakeholders'
views on the same issues. We found a wide range of reported effects, consistent with Bell and
Gilbert (1994) who stated that “teacher professional development can be viewed as teachers
learning.... In learning, the teachers were developing their beliefs and ideas, developing their

classroom practices and attending to their feeling associated with changing.”

Table 5.3 teachers reporting yes/ no effect of TPD

T Teaching Teaching methods Ideas/ beliefs Feelings
materials

T1 | no, yes yes yes

T2 | yes yes yes no, still  love
teaching

T3 | yes yes yes yes

T4 | yes yes yes yes

TS | no yes yes yes

T6 | yes yes yes yes

T7 | yes yes yes yes

T8 | yes yes yes yes

T9 | yes yes no no

T10 | yes yes yes yes

T11 | yes yes, sometimes no no

T12 | yes yes yes yes
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T13 | yes yes yes yes

T14 | no yes yes yes

T15 | yes yes yes yes

T16 | yes yes yes yes

T17 | yes no yes yes

T18 | yes yes yes no, still love

teaching
T19 | yes yes yes yes
T20 | yes yes no no

5.5.1.1 Overall Positive and negative effects of TPD

When asked about the effect of TPD activities, teachers mostly responded by “yes”, indicating
that pursuing TPD has positively affected some aspect of their teaching, feelings, beliefs and
ideas. This perhaps implies that their TPD experiences are of the sort indicated by Harmer
(2007) who indicates that TPD ideally relates to the needs of the individual teacher, has open
ended outcomes and involves problem solving. By contrast, only a few teachers said “no” to
indicate no change or effect of pursuing their own TPD. Furthermore, of those, several
indicated that "no" applied only because no change was needed. In other words, teachers’
responses can be categorized for polarity as follows:
a- Yes: to indicate that a positive kind of change took place.
b- No: this can be classified into two categories:
1-No change with negative implication; no change occurred.
2- No change with a positive meaning; no change needed
Overall, then, it is notable that the vast majority of teachers expressed experiencing some kind
of change as a result of pursuing some type of TPD activities. These changes were viewed by
teachers as a change for the better. It is reassuring that none of the teachers expressed any
change with negative effects, which is a good sign of the perceived value of the effect of

pursuing different kinds of TPD in the context of the study.
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In the following sections, for the ease of understanding on the part of the reader, the data will
be presented in four sections. In the first part, I will shed light on the reported influence that
pursuing TPD activities has on teachers’ design and choice of new teaching materials. In the
next section, light will be shed on the reported effect of TPD on the teachers’ teaching methods.
Then in the following section, I will present teachers' reported influence of TPD on their beliefs

and ideas as teachers. The fourth section will be on the effect of TPD on teachers’ own feelings.

5.5.1.2 The effect of TPD on teachers’ teaching materials

As table 5.5 clearly shows, a great number of the participants (17T out of 20T) stated that
pursuing some form of TPD had influenced their choice, preparation, as well as the use of new

teaching materials for the class.

In sharp contrast, only three teachers (out of twenty) said that pursuing TPD did not in fact
lead to any change with regards to their choice and design of teaching materials. It is notable
that all these three teachers had one thing in common: they believed that “lack of time” as well
as “the extensive syllabus” were the main obstacles behind their inability to design and apply
new teaching materials for their own classes. This implies that in fact, following TPD, they
wanted to introduce changes to materials, but were stopped by these constraints. In that case

the TPD did have an effect, but the effect was not realized in practice for these reasons.

T1 for instance said:

;Lg—\‘ ULAAAE:\.:L\JSEEJ\JJ d—é uD:LC)mJD:’».:\u‘JJ :"..L:A.\ e\)ﬁ@‘ Lo EJ‘)AD:’».:\.‘.{J.JJS A\JD&L\A JY,Y"
s g1 el

“No, because there are teaching materials prescribed and we must follow the teaching plan set
by the Ministry of Education... ... to ensure finishing the syllabus within the time limit.”

Likewise, TS put it:

A ebulal ge QS oS asl ST Ul [Elea) yay o st US| CaiSTrLga T < 51| 3anda caesy . DIS"
" S8 1 511 anda Cases 5 OS5 Ml [A0 Ads el g axa[ ol 5,5 e S8
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“No because of the lack of time, and the extensive syllabus. We were doing revisions for
students. I remember that I had a book on the basics of language, and I once thought of making

copies of it and giving copies of it to students but due to the lack of time I gave up that idea.”

So, three teachers seem to be really obsessed by the issue of time which negatively influenced
their ability to choose and apply new teaching materials for their own classes of English. There
are no rules that stop them using extra/new materials of their own. In some countries,
secondary level teachers could only introduce new materials if they first submitted them for
official approval, which of course rather discourages doing that. So, Syria is more 'open' in this

respect.

At this point, clearly, I might raise the question why these three teachers, unlike other teachers,
expressed the view that lack of time and the burden of the syllabus stood as a barrier affecting
their choice of new teaching materials, whereas seventeen other teachers who were teaching
the same syllabus within the same preset time did not mention these factors as a barrier
affecting their choice of new teaching materials. In trying to answer this question, it would be
informative to refer to these three teachers’” backgrounds. T1 was a novice teacher and he was
also a first year MA student studying at Damascus University and he was teaching in the city
of Deir-Ezzor at the same time. For sure, doing both will be a daunting task and demanding
for this teacher. This teacher might be overwhelmed by all his responsibilities as a teacher
where just being a teacher is a time-consuming job and being a first year MA student implies
the fact that he had some modules to attend, assignments and essays to write. So, these factors
put together would leave the teacher with almost no time to think of or prepare new teaching
materials for his own classes. In short, for this teacher, it will be a real struggle to gain a balance

between being a teacher and being an MA student at the same time.

TS5 is also a novice teacher, but one teaching at the countryside where TPD activities are almost
unavailable (at least the ones provided by others). In addition, students’ level is generally
weaker when compared with those in the city which might mean that they might not easily
accept any extra materials provided by the teacher, so this could be another reason not directly
stated by the teacher. So, there are many factors that can significantly influence the way
teachers approach their work and the particular strategies that they adopt to grow

professionally and to achieve their goals. The context in which teachers work, teachers’ own
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working conditions and their own teaching contexts have an undeniable influence on teachers,

as emphasized by Farrell (2007).

By contrast, T14, the third teacher who reported no TPD effect on materials is an experienced
teacher with 10 years of teaching experience, who had received training, and got a teachers’
diploma in education. There may therefore be rather different reasons for her to report no
change as far as using new teaching materials is concerned. There was no evidence that she
reflects on her own classes and the role of reflection as a process of critical examination of
past experiences that are recalled, considered and evaluated for the purpose of future decision-
making and actions cannot be underestimated; this process can lead to a better understanding
of one’s own teaching practices and routines. “Reflection is a process that leads to a thoughtful,
mediated action.” (Clift, Huston and Dugach, 1990: 23). Likewise, Bolton (2010:8) expressed
a similar view by stating that “reflection makes the difference between twenty years of

experience and one year of experience repeated twenty times.”

Also, it was found that she said that she did not follow some types of TPD and this might imply
that she is an experienced teacher who, although perhaps open to change earlier in her career,
has become resistant to change and who is interested in following what is available and her by
now established way of teaching. Possibly she can be seen as one who thinks that by now after
so many years and earlier training she 'knows it all' and needs no more TPD, one who thinks
TPD is not CPD (continuing) but finishes. However, good teachers need not only knowledge
and experience, but also enthusiasm, confidence, self-value, a desire to question, experiment,
and grow professionally. So, experience alone is not sufficient for TPD as stressed by Cosh

(1999).
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5.5.1.2.1 Types of materials affected by TPD

Another theme that emerged from the data relevant to this section concerns the types of

materials that were affected.

Some teachers spoke somewhat vaguely of preparing some posters for their own lessons.
Others, like T6 prepared:

" sUNcallUa gl sall] "

“some topics for secondary school students.”

In these instances, I do not know the content of the material, but may surmise that it could be
asking students to think and write about general topics such as shopping so to improve their
own skills.

Some teachers referred specifically to the idea of preparing some grammar lesson handouts, as
generally students are not that good at grammar. That is why more than one teacher mentioned

the idea of preparing some grammar materials for their own students. For example, T8 stated:

LI pals NS Mbas 5[ e DGCAI[LE 3 <8 gUac Y < yinY) c[@ﬁ;m‘zﬁﬁs Onadin) ae ) galrdeas [ AT
L sl ol [gadae § 5 (315 Y1 (lans aal  Ulaad 5 SHVAHNDE[ ] 5[ D aladiuly 5 Adass 48y ylay COUal[ L[ 381 5
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“For example, for grammar I made use of my university books and the internet to give a
comprehensive idea, for example, on a certain tense such as the simple present and I delivered
the information to students in a simple way and by using symbols, such as: S+V+N.

Sometimes, I print some handouts for the students to read them before the lesson.”

Power point slides were also used as teaching material for students, again in relation to

grammar, as stressed by T16 who stated that:

ae deag c[“-‘AD‘:’L‘@De@u”U Gile gaa MMl amdly &3 Coall] A Jdae 4l sk Ligd "
" e g Lkl S5 s Walsd 38 5 [ dldes Mo a8 power point

“Yes, we did a workshop with the class by grouping the students and giving them certain
duties and I used power point slides to present conditional sentences. And it achieved a good

success and the students’ impressions were excellent.”
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This teacher is referring to what he did later in his normal classes, as a consequence of
following TPD activities. Some of the teachers made explicit mention of grammar more than
anything else (e.g. vocabulary, pronunciation, reading, writing...). There could be two main
reasons behind that: probably grammar is what has first place in the syllabus, and teacher and

student minds, and generally in Syria students' points of weakness is grammar.

Teachers also showed evidence of considering their students’ needs and interests as far as their
choice of extra teaching material is concerned for their own English classes. T19 makes this

clear when talking about extra examples:
"o JS[Aila) AR juaad il S8 Ml 8 Chena (18] e &[]y axd"

“Yes, and depending on the students’ points of weakness or strength.... I remember that I
prepare extra examples for every lesson.”

Though not directly stated this also could be a reference to grammar or could be vocabulary.

5.5.1.2.2 The type of TPD where the changes in materials originated

Another important issue to talk about and present here is the source of the ideas: where the
ideas for choosing and using new teaching materials come from. In other words, what sort of
TPD was it that affected the teachers’ choice of new teaching materials. The following were
mentioned.

Consulting fellow teachers for their own opinions and experiences was indicated by T2 who

said that:
" bl S 5[ AN s dalle) 5l 5 o lad ¢ Jcuaiin S[3"

“I also made use of the experiences and opinions of other teachers to get better outcomes.”

Though not directly stated, there could be a reference to reflection.

Making use of books studied at the university level and surfing the internet are sources of ideas

for using new materials as mentioned by T8 who pointed out, as we saw above:

" AL 5 S8 sUae Y i Y1 af Fum (a1 G Kasdind ae ) g8 Al S5
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“For example, for grammar, I made use of my university books and the internet to give a

comprehensive idea.”

Observing other teachers teaching is another source of ideas which inspired teachers to invent

new teaching materials for their own students. T13 clearly sums up the whole story by stating:

s Caall] g Bl jaS (53 gn g Ava )XilT (500 5[]y sk S (e IS damy ST ST a3 [RGB 01"
" sl pma) T ger S8 ilan g e sl Al Anlan¥) il s U s 8 O 1

“observing teachers who are more experienced than me gave me ideas on how to improve my
teaching materials. My presence as an observer in the class allowed me to carefully examine
the positive as well as the negative aspects of the lesson and makes me think of the materials

that I prepare for my lesson.”

So, this implies that the teacher is resorting to reflection for improvement. This illustrates that
when classroom observations are handled in a non-judgmental manner where development is
the goal, then they become something, as Farrell (2007:129) described, which “teachers look
forward to and which they see as time well spent rather than something to be dreaded and

avoided.”

On the other hand, attending training courses and workshops also positively influenced
teachers’ choice and design of new teaching materials that are not only useful as far as students’
needs and levels are concerned, but also that will be fun and interesting for the students. T18
stated that:

"B e aldie | A 3510 salllpmny SIS Jslal S a8 | IS aldl A 505 G 53 (5 geas”

“attending training workshops greatly benefited me as I was trying to create some teaching

materials based on that training.”

5.5.1.3 The effect of TPD on teaching methods

In this section, I present the second feature of teaching that may be positively influenced as a

result of teachers’ following certain types of TPD activities. All in all, and as the table 5.5
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shows, almost all teachers (19 out of 20) reported a change as far as their own teaching methods

are concerned.

Once again it is interesting to explore why one of these teachers did not report a change as
far as her teaching methods are concerned. T17 is in fact an experienced teacher who might
be someone who is resistant to change or someone who is interested in following what is
traditional or available rather than thinking of new methods for the classes. So, “in certain
circumstance veteran teachers have higher uptake of more “traditional” practices, whereas,
novice teachers might be more adept at reform-oriented professional development. It might
also be that novice teachers are more open and flexible about new approaches, whereas
veteran teachers are less likely to change easily because they have ingrained, established
practices.” (Desimone Stuckey in Martin et al, 2014: 470). In other words, experience alone

may not be enough for the PD of language teachers.

5.5.1.3.1 The way the methods changed

A rich variety of effects were mentioned by the teachers, spanning class management as well

as presentation and practice, assessment, and involvement of technology.

TS spoke very generally about change in the method of teaching as well as of dealing with

students:

gl a1y Calial o8 COUala [ e shal i (358l BEIAIG S[$Y) Ll 8 o 5 )8 L[ 22"
"5 g s ]sed o )X Ol [V A A% E[ ie | S QAR a5 O ) 5[ agifl Laie

“When I compare my teaching in the first year and the third year, I feel a difference. Even the
method of dealing with students has changed and the students themselves when I asked them
they said that my teaching really changed a lot when compared with the first stage of my

teaching. It is a matter of experience.”

At this point, I may however argue that experience alone may not be enough for the PD of
language teachers as described by Rose (2006) who likens PD to a journey which starts with

inexperience, then undergoes further study until the teacher gets the feeling of having arrived



217

as a professional. In other words, probably T5 engaged in some reflection along the way,

leading to change.

One of the teachers referred to changes in classroom management, rather than anything

specific to ELT. For instance, T16 said:

DS aglaa sl 2ol (LAl any cae Ly OIS Udie DB S5alal o )2 8 (S bus oo Glany iy Cadd 35"
B8 Laall 8 sasa s daladl (amilias JSG ) 5 peay s idG |5 pmdy AT Adasny 5] pelalail Lail 5, uild
"ol Wy 5 AS LN 55 (a8 e s

“I changed some of my habits and practices in teaching my subject. For example, when some
of the students misbehave I no longer tell them off, but I ignore them for a short period of time.
Therefore, they feel guilty and behave well. For others, I ignore their presence at the class for

a short period of time, even if he/ she asked to participate in the lesson then I go back to him.”
T16 further developed strategies to improve participation:
"IN | 555K Al s el AS Ll e Ot pmas asidl (el Gany A

“I sometimes encourage some students to participate in the lesson even if they do not know

the answer.”
Changing students seating arrangements as emphasized by T13 who pointed out that:
oS ) S 5 51 8 Gan y2aTaDS g 85 Caalll A (o sla Tna s (e das 4y 5 O puan & yallgan) 8"
Ossla Gl g aadiiad Lla Qs Adadil ol G138 5 QA el siuay (O[] Gl (s gl Uipnaza 5 @llia ()
R PR P N
“once I attended a workshop on the class seating arrangements and the teachers’ talks at the
workshop greatly inspired me that there are two seating arrangements that suit students with

different levels and it also suits different activities. Now, I have different seating arrangements

in my classes.”

Changes in such class management issues likely attest to the fact that some of the workshops

and courses the teachers attend as TPD are not specific to English, but teaching in general.

Also, adopting the method of grouping students/ students’ group work was clearly indicated

by T1 who said he learnt about:
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“dividing the students into groups consisting of 5-6 students and then every group will choose
someone to talk on its behalf. Then, asking them to spend ten minutes to give a definition of a
specific concept or writing about what a specific concept represents in their own opinions.”
This method could encourage peer-work/interaction as well as motivate students and increase

their participation.
Moving to presentation, T4 stressed the idea that:
" AL gbie s AUS s il il ol a3 s 5Y) Al = e 3 S il (aiS] g

“I was writing a big amount of writing on the board during the first year of my teaching then I

started to shorten it, writing just titles and examples.”

The use of modern technology in the classes, presumably for presentation, was also mentioned
by four of these teachers. This included and but was not limited to the use of laptops,

computers, cassettes, recording machine and videos. T12 interestingly highlighted that:

SN sall Iy 1522 o iy aaid J gl Linall g Loy il i€ Slid 5038 1eShmnss Ul o230 i
" olne W) & A&y Hhy LU ( ydellicoald 5 L) 43 83
“yes, sometimes, I used some videos, for example, I was giving a lesson on the passive voice

so I downloaded a video from the website that I mentioned earlier and I copied the teachers

exactly in the same interesting way of delivering the lesson.”

Here the technology was not used directly in class. He learnt how to teach the passive from the
video and performed that method in class himself without the video. By contrast, other teachers

used technology directly to present material. T7 pointed out that:
" laptop and cassettes axiiul Ll Ui

“yes, I always use laptop or cassettes.”
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Also, T16 stated that:

power (= sy al B[ Wleg[ pgillac] g ile san [ NDlaladiy (3 Caia T} & Jae 4 ) 5 aadaly Liad”
" Jbe M g Ll (S5 Jasa Lalad 38a 5 Ao diNides Tos 0 a5 point slides

“Yes, we did a workshop with the class by grouping the students and giving them certain
duties and I used power point slides to present conditional sentences. And it achieved a good
success and the students’ impressions were excellent.” Most probably, he was using his laptop

in the class for this purpose.

Also, some teachers claimed they learned new feedback methods to correct students’ papers.

T13 stated that:
Oshzy s OIS ) eamaai[ e jlaial Lgle () 35S G 48 ) il aladin) 3 a1 53 (AOU [ [ Kaaled 23["
" Aaal QulS g duallleds A% agfLUS e xilal agadU[]
“I learned from more experienced teachers the use of paper where they write on them
abbreviations for correcting students’ papers and they give their students feedback on their
writing. I used these and they were successful.” This same teacher went on to say that he
successfully managed to invent his own correction method that was adopted by other teachers,
as stressed by T13:

"as a8y adal el OIS agdM[ ] &l c.\;aa.\m_p);\ e[ Afaa0n) B g mnal O glul) (wdly Craal ] a2y Lad”

“Later on, I designed my own correction style and my colleagues used it to correct their own

students’ papers. It was something interesting and very useful.”

5.5.1.3.2 The type of TPD where the changes in methods originated

I am also interested in where the ideas come from that influenced the teachers’ teaching

methods. Some of the sources were mentioned very clearly by some of the teachers.
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- workshops, T13 explicitly refers to this:
S 1 S35 A G2l IS Siag 113815 Caall| A Gusha THana s e Jae 45 & jeias &l alllgan) 2"
st Gl gy axdiind Wi AdliaAdal Gl G 5 BRIl sioey OO Gl (o sla Vinia g @llia )
"] A AdlA[]

“once I attended a workshop on the class seating arrangements and the teachers’ talks at the
workshop greatly inspired me that there are two seating arrangements that suit students with
different levels and it also suit different activities. Now, I have different seating arrangements
in my classes.”

As stressed by Richards and Farrell (2005), workshops take teachers out of the classroom to
forums where they can share problems and concerns with colleagues or teachers from different
schools and motivate them to share their experiences and ideas with colleagues. Undoubtedly,
workshops are one of the most common, powerful and useful forms of PD activities for

teachers (Richards, Gallo and Renandya, 2001; Richards and Farrell, 2005; Farrell, 2008).

- Reflection as an activity for improvement. TS pointed out that:
" Gob el ABUIAG V) Al 8 a3 o, L [ie "

“when I compare my teaching in the first year and the third year, I feel a difference.” Due to
the importance of reflection, Kumaravadivelu (2003:7) clearly highlighted the idea that second
language teachers should enter into “a continual process of self-reflection and self-renewal” in
order for them to “construct their own personal theory of teaching”. I infer that, for this novice
teacher, experience must have triggered reflection and Brandt (2008) emphasized the idea that

an effective teacher is a reflective one.

- Consulting students for their opinions as a source for improvement on issues related to

teaching. TS5 highlighted this interesting idea by stating that:
& 551 5ad o ) Ol 5V Al 45 B[ ie | A8 CRliA) (il s 535 () | 518 agifls L[ sie aguadil oD
"o Bloe QLS 8B Glisaie Juadl T am e 0] 58 G Jld L[aad 58

“the students themselves when I asked them said that my teaching really changed a lot when

compared with the first stage of my teaching. It is a matter of experience. When I ask my
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students about who they think is a good teacher it is better for me than reading a book on

teaching.”
- Use of technology and surfing the internet. T12 pointed out that:

45583 (531l a1 ] sad o 3 Caad J sganal [ inall]cse L yd oyl i€ Db 208 1D Ul [ 2aiul”
"elae VI & AR ey L[l (s ya[Tcald 5 L)

“I sometimes used some videos, for example I was giving a lesson on the passive voice so I
downloaded a video from the website that I mentioned earlier and I copied the teacher exactly

in the same interesting way of delivering the lesson.”

These teachers are most probably those who followed the ITE training course. Their classes
were sometimes attended by well-qualified trainers who could give the teachers some feedback
and useful insights on that. Undoubtedly, the growth of teachers’ professional knowledge and
competence is enhanced by teacher training, followed by ‘the application of the practical
pedagogical knowledge acquired during the lessons and workshops’ (Leshem and Hama,

2007:257).
- Learning from/ consulting experienced teachers was evidenced by T13:

Osba s TG o) s Gl Jlaial Lo () 588K Cun 48 5 51 alail 3 a Vg 53 (SO (o Jaalat S8
",r-;g_‘j\__aUS oe c_\\..zu *)D

“I learned from more experienced teachers how to write certain abbreviations for correcting

students’ papers and they give their students feedback on their writings.”
T3 also said:

" o) Y Lial s UMl sba JS8s Uilee S8 haa N[0 AS 810
“it was very useful, we worked collaboratively with colleagues and we exchanged our ideas.”

Certainly, collaboration with colleagues will provide a non-threatening environment in which
teachers can develop new knowledge and skills and gain supportive feedback from peers

(Atay, 2008).

-Consulting parents and subject of English supervisors for their opinions on teaching methods.

T20 shed light on this idea by declaring that:



222

"l A a3 gd [] LaidW) dga s[ed )l g st eLlgh s Ml )i o i 3ale ans”

“often I make use of students’ opinions and their parents and the subject supervisor as they are

very useful in this field.”

5.5.1.4 The effect of TPD on teachers’ beliefs and ideas

Next, I consider a third feature that might be affected/ changed as a result of pursuing certain

type/s of TPD activities: teachers' beliefs and ideas.

Both Tsui (2003) and Farrell (2007) share the view that teachers’ beliefs are considered as a
major source of teachers’ effectiveness, which will undoubtedly influence their pedagogical
practice. Hence arguably it is the task of TPD to first influence teacher beliefs, as a route to
then influence practices in use of materials and methods. In trying to understand how teachers
deal with the different teaching dimensions, it is necessary to examine the beliefs and thinking
processes which underlie teachers’ classroom actions. According to Andrews (2007:72) these
beliefs “continue what has been termed the culture of teaching.” Teachers’ beliefs do not only
have an impact on their classroom practices, but they can also significantly lead to educational
innovations as well as PD. Furthermore, awareness of beliefs and practices is an inevitable
step in reflection: teachers cannot develop and improve their teaching skills unless they are
fully aware of who they are and what they do. Also, teachers need to develop in awareness that
aims at reducing the discrepancy between what they actually do in their classrooms and what

they think they do (Knezedivc, 2001).

By referring to the table 5.5, I can say that it is reassuring that the majority of the responding
teachers (17 out of 20) reported a noticeable change to their ideas and beliefs as a result of
pursuing certain types of TPD. However, it could be interesting to explore why three of these
teachers reported not experiencing a change in their beliefs and ideas. This can best be done
by referring to their individual backgrounds. It was found that T9, T11 and T20 are all

experienced teachers, had followed training, reflected on their teaching and followed some



223

types of TPD. These three teachers are the same ones who expressed no change achieved as

far as their feelings are concerned either.

5.5.1.4.1 Kinds of beliefs that changed

Next, I present the kind of beliefs/ ideas which get changed, with reference to the settings
where the teachers teach. Borg (2006: 275) emphasized the importance of the teaching settings
on teachers’ beliefs and practices related to their PD, where he pointed out that “The social,
institutional, instructional and physical settings in which teachers” work have a major impact
on their cognitions and practices.” Teachers did not very often unambiguously refer to changes
in what they believed or to ideas, rather than to what they did, and I focus here only on instances
where they were reasonably explicit, using words like ideas or believe. However, I might argue
that, in reality, all the changes they reported about above in materials and methods were first
in fact belief changes, before becoming changes in practice, even though the teachers do not
report them as being so.

-Change in ideas concerning the use of the internet. There seems to be an increased
appreciation of the importance of using the internet for teaching purposes as indicated by T18,
who said:

oS 8 s ) Gpanly S o3 1"

“Yes, I started to believe more in the importance of internet in the field of teaching.”
T1 also said:

'V-WJﬂﬁ#DJHO‘; G il e g Ladla daal U’_ta..\[l.éggj.ﬁ\ GRPRY Wiy

“my ideas changed, I become continuously surfing the internet for issues to improve my
teaching.”

This quote however is ambiguous. Is the reference to a change in ideas about how to teach (use
the internet more in teaching) or to a change in ideas about how to do TPD (surf the internet
for teaching ideas more). The latter would however have an indirect effect on the teacher's

beliefs about actual teaching, and so probably on practices.
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-change of ideas regarding teaching. This was expressed by T12 who stated that:

S pany Ao Sl o any (S[5dad 3 a1 Ao ddiay G piT]0) afie) G ) S0 (5 JISE) &yt 267

" 3Sa(eda it Lilee gy a9 Ciall] 8 adA00 8

“my ideas changed greatly, I was believing in the idea that teaching depends on experience
only, but when I became aware of some techniques used in class and I practically tried them

in class, this idea was changed.”

In fact, the idea that changed here seems to be not directly an idea about teaching, but an idea
about what affects teaching. ie TPD. Instead of believing that TPD comes from experience he

now realizes it comes from awareness.

-Change in beliefs about specific teaching techniques. T4 for instance referred to teacher

elicitation from learners instead of simply presenting material to them:

bl Lea o[ ee 5 (5 k0 Gpand el s ()1 O Argl TR A 32 [Jellia CulS aai”
" elicitation < skl D[ o salail[ | gaadai (s dlag s o[ ]

“Yes, there was a subject in the fourth year on teaching methods and it included theoretical
and practical parts. For the practical part, the students go to schools and try to apply what they

learnt. For example, the technique of “elicitation”.

Then, they present what they taught as a presentation in front of their colleagues at the
university. It greatly affected me. It was a nice method instead of adopting traditional methods
or grammar translation method in teaching.” This teacher seems to be talking about training in
university before becoming a career teacher. T4 also referred to students’ influence on the way

a lesson is conducted:
" gl CUa a3 T 185 slae Y1 A8 50 e 5 U0 sle JS s 5"

“Generally, I believe that what affects the way of delivering and managing the lesson is the

students themselves.”
Both, T16 and T3, by contrast just referred to unspecified general change in ideas:

& a1 SBAT & [0 5301 < 3 By e Sy (1 A Bl NANA Gl 2L )5 R ["
" ST ) a1 a8 ISEL ST 1 ASEA elail
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“by the passage of time and by being engaged further in teaching and surfing the internet and
communicating with my colleagues in different parts of the world and being influenced by

their ideas, I started to love my profession.” (T16)

5.5.1.4.2 The type of TPD where the changes in beliefs originated

The sort of TPD activities that led to the change as far teachers’ beliefs and ideas are concerned

were as follows.

- Exchanging ideas with colleagues. This teacher may mean both the collaborative kind of
learning the teachers may experience during training courses and those when talking and
discussing different issues related to teaching most probably in the staff room. T3 clearly stated

the idea that:
Aom 8 Ao G hlduadl e Juadl 3500 ary sed G pallal e lea 15l & il daa 7] saady”
N

“concerning the mutual or collaborative work with teachers, it gives me a better idea of the
most effective methods for teaching the English language.”

Undoubtedly, collaboration with colleagues will facilitate dialogue, sharing and the exchange
of ideas, information and expertise. This will offer “hope to others wishing to break out of the
shells of isolation separating teachers from their colleagues as well as from teacher educators,”

(Oprandy, Golden and Shiomi, 1999:5).

- Observation as a teacher, as indicated by T8 who sums up her story by stating that:

zalia[lldiend 4 ja3 ) shuday | IS Cum LS 55 T il Cana T | G a5 508 & jue Aalla[ A jaly <y [ 5[
A Aga A 5ill]s Agan @ e[ aill], aga il Ciid[§ Bla adiaiul 53 jae il Ml lgitae | 5 tablets e
" A a1 el 4l s Anlan¥) il el )8 AUS (A Ao ailhda (S Hla[ i 5 08 5 & Laiul [ ) ) llia g

“I went through an interesting experience that changed my ideas about teaching. In summer,
I traveled to Turkey where they were conducting an experiment of downloading the curricula
on tablets and giving them to students. It was something unusual and students enjoyed it and

it attracted their attention. The text was on one side and the translation was on another and
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there was a button for listening. That experience widened my perceptions and I was asked to

write a report on the positive and the negative aspects of that experience.”

This experiment took place during summer time at a Syrian refugee school in Turkey where

the Syrian curriculum was downloaded on tablets. Similarly, T13 stated:

aie | oS S A 15[V Gy oo RS0 8 Sael L O % a5 (A e[ A )T L pe"

" Aanl L

“Yes... observing other colleagues while teaching...helped me to give up some teaching ideas

which I thought to be right and useful.”
- Conducting action research (in effect, if not by name). T12 clearly implied this when he said:

ST mny e a1 o) v (815 1 58 1 e g G i) Sie) CuiS 1 S g IS8 < s [

"})Sﬁﬂo&&)ﬁﬁ@&@);}@mgeﬁuﬁﬁ

“my ideas changed greatly, I was believing that teaching depend on experience only, but when
I became aware of some techniques used in class and I practically tried them in class, this idea

was changed.”

It is unclear where he became 'aware' of different techniques: it could be from observing one
of his colleague's classes. This is a very interesting example since it illustrates the interplay
between beliefs and practices and between TPD and teaching. He starts with the belief that
ideas for teaching come from experience. Then he hears about or observes a new teaching idea
(referred to as techniques), and tries it in his class (in effect doing action research). As a
consequence, he probably changes his teaching practices, though that is not stated, but clearly
changes his idea about where teaching ideas come from (i.e. the nature of TPD): he now sees
them as coming not so much from experience alone as from what he calls awareness, which in
this case might be observation or talking with other teachers and obtaining ideas to try out in

practice.

- Following a teacher training course. T14 expressed the source of changing her ideas and

beliefs as follows:

"-Lﬁﬁﬂ[d—.‘“t’@ 6}31‘3 4.9“ sl U i g (“-.‘"
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“Yes, especially after obtaining the teachers’ diploma in education.”

5.5.1.5 The effect of TPD on teachers’ feelings

As the table 5.5 clearly displays, the majority of teachers expressed a positive kind of change

in their own feelings. Teachers’ negative replies in this category are of two types, however.
1- Yes indicates a noticeable kind of change as far as teachers’ own feelings are concerned.

2- No with a positive meaning (2 teachers). Although these two teachers felt there was no
change in their own feelings, this carries a positive rather than a negative meaning; it is not
bad because they were already positive, so a change was not needed. Both T3 and T18

expressed the same view respectively:
" XA [l a3y DS
“no, I still like the profession of teaching.”
" Ligallbda caal ca3y SN
“no, I still like this profession.”

3- No with a negative meaning (3 teachers) expresses their views that no noticeable change for
the better occurred to their own feelings as teachers. These three are the same ones who
expressed no change occurring as far as their ideas are concerned either, and were discussed

earlier.

5.5.1.5.1 Types of feelings that changed

The types of new feelings or changes in affect, as a result of pursuing some types of TPD, were

as follows.

- Feeling of importance of teaching/ feelings of appreciation of it as a vocation were spotlighted

by T4:
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“Yes, my view of teachers changed from an inferior one to a better one.” T1 even went to the
extent of considering it as a holy kind of profession:

" GLAS) (X[ ASe [ e8] Cang[] ) aad

“yes, I become sanctifying the profession of teaching more than before.”

- Feelings of fun were emphasized by T3 who stated:

OUE 5 A Y1 AR 53 Jan o1 o AR I638 5 2 Dl iy Lae paia sl 5_S8 lac | b cane L S3[1
" sl el el sy S Aaall]

“Yes, it helped in giving me a clearer idea of what the students believed in and in this case, I
work to make teaching the English language a matter of fun, so the students do not feel bored
or a sense of routine.” This quote interestingly illustrates how a change in teacher emotions

was reported as transmitted straight through to the students.
- Feeling of liking/love was stressed by T7:

") Gaaitean iy
“I started to love teaching more.” Likewise, T16 expressed a similar view:

elail (A G el SB[ &I 580y il ga [ e Eamall]y Gyl A and AN Gl 2L 55 "
WRVSN | PRSPPIy (VY G g+ vy W RCI ) PP S LW PN P I TN

“by the passage of time and by being engaged further in teaching and surfing the internet and
communicating with my colleagues in different parts of the world and being influenced by
their ideas, I started to love my profession and being innovative until I become a well-known

teacher, all praise to God.”

- Change in feelings from hatred to love as far as teaching is concerned. T8 clearly pointed out
that:
" o[k e Al A yady oy 5[ R8[a08 Coslu) LIS 5 ST 5 G i1 ST L) g S
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“When I was a student, I hated teaching and I hated all traditional methods, but I went through
an interesting experience that changed my idea towards teaching.”
- A feeling like parenthood. This interesting idea was voiced by T4 who had previous teaching

experience at a private school.:
Ayl eS yi\faie oS ddlal)c of ] glow s caly @ S8 2 CoMhagw b)d[gé Caw a L[ "
"3l e liay 4dl Ll o el 1 i @y

“When I taught in a private school it greatly affected me. At first, I did not even like to hear
the voice of the students, but when I left the school I was deeply touched I felt it was like

parenthood feelings.”
- Feeling of self-confidence was stressed by T13:

! outsider Uls el o) & millodn [ (i 8[|y SB35 Osmob ad s cudl £ 48,00
Aagn (] Lol sie | i€ Sy 51 5T (oamy af]0) e le S 5 CoOUall Uaadl IS Jast il yiad

TR
“Yes, observing other colleagues while teaching increased my self-confidence. This
experience allowed me to see as an “outsider” which teaching strategies work better for

students and also helped me to give up some teaching ideas which I thought to be right and

useful.”
- Feeling of intellectual challenge was pointed out by T14:
" J g e W g [y (1] e} Caag[])) aad ™

“Yes, I started to consider teaching as the profession of brain building”.

5.5.1.5.2 The type of TPD where the changes of feeling originated

I identified the following reported TPD sources of teacher affective changes:
- Staff workshops and observation by others in the context of formerly working at a private

school where there were different types of TPD activities taking place. T4 stated that:
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“I started to feel that teaching is a good thing when I taught in a private school and it greatly

affected me.”

In this instance, the observation had in some ways an unexpected impact,
motivational/confidence boosting. This is unusual as most often observation is seen by the
teacher being observed as emotionally negative, because it is based on evaluation, or even if it
is fact finding (Richards, 1996 and Farrell, 2007) and he is not being evaluated, he still worries
about not performing well. So, if classroom observation takes a developmental rather than an
evaluative approach, the teacher, “knows that the visit is not a test, but a mutual problem-

solving experience,” (Williams, 1989:87) and this may even lead to a positive affective impact.
- Observing other colleagues was pointed out by T13:

"y BT sma o5 AT £ AN
“observing other colleagues while teaching increased my self-confidence.”

This of course normally would be expected to be positive for the observer... as he does not
have to do the work, may even be able to feel 'T could do that just as well' As indicated by

Stilwell (2000), observation is a powerful means.

- Use of the internet for contacting distant fellow teachers for advice and opinions. T16 sum it
up by stating that:

Ganl Camy 1) pa \SEL /(1 o G Vo[ AL eladl 8 G yall) S8 1 550 <l 5[] e Canyl]"

" o[

“by surfing the internet and communicating with my colleagues in different parts of the world

and being influenced by their ideas, I started to love the profession of teaching.”
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5.5.1.6 Conclusion on this RQ

For materials and teaching methods there seem quite a broad range of the types of TPD that
affected the change from the list. But, for feelings they all seem to involve peers / colleagues.
There is no mention of TPD in the form of pure self-development having this effect, nor in the
form of training/workshops etc. by higher trainers, supervisors etc. This is also largely true of
the types of TPD I give that affect beliefs, though there is one mention of training there. This
could be linked to social theories of learning, Vygotsky (often talked about for students
learning to speak English better, but here we are thinking of teachers learning to teach English
better): this highlights the social element in learning, involving fellow learners. Tentatively
maybe one could suggest that beliefs and feelings seem to change more through social TPD

experiences with peers, while the fuller range of things can affect practices.
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5.5.2 Findings from other stakeholders concerning the effects of TPD on teacher beliefs

and/or practices

The data used in this section came as a response to the second part of other stakeholders’
interview question number 7: Do you think teachers show interest in pursuing their own TPD?

Is there any noticeable kind of change?

I meant by the question to refer to all TPD activities they do, whether they do it themselves
with reflection, or obtain it from outside, e.g. by visiting websites, or have it imposed on them.
And the word change in the question was kept vague so as to allow respondents (as they indeed
did) to mention any sort of consequent teacher change, not just change in teachers' teaching
practices. What they mentioned here is then the effect which the existing TPD in Syria was

claimed to have.

5.5.2.1 Whether TPD had any effect, positive or not

Table 5.4 Other stakeholders reporting yes/no effect of TPD

Stakeholder Any influence of TPD on teachers or
Number teaching
S1 Yes

S2 Yes

S3 Yes

S4 Yes

S5 Yes

S6 Yes

S7 No

S8 Yes

S9 Yes
S10 Yes
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S11 Yes
S12 Yes
S13 Yes
S14 Yes
S15 Yes
S16 Yes
S17 No
S18 Yes

As the table 5.6 clearly shows, the vast majority of stakeholders (16 out of 18) said that there
are some noticeable changes that occurred as a result of TPD. It is worth mentioning that none
of these stakeholders suggested that any negative kind of change occurred as a result of

teachers’ pursuing TPD. Their replies can be classified in the following three categories:

a- No, indicating that no change occurred at all (only 2S)
b- Yes, indicating that there is a completely positive kind of change toward what is better
(14S)
c- Yes, indicating a conditional change; with two different aspects, or two faces of the
same coin. (2S)
As mentioned earlier, the majority of these respondents said yes indicating that a positive kind

of change occurred as an outcome of teachers’ pursuing TPD. For example, S3 clearly stated:
“yes, most of them changed and we notice that through their own classes which we attend”.

S3 is a teacher trainer on the ITE program and usually he is responsible for attending classes
in school given by teachers who followed the training to provide some feedback and comments
on a friendly non-evaluative basis. This could be a factor in the success claimed for TPD in
this instance since when classroom observations are handled in a non-judgmental manner
where development is the goal, then they become something which, as Farrell (2007:129)
described, “teachers look forward to and which they see as time well spent rather than

something to be dreaded and avoided.” In other words, if classroom observation takes a
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developmental rather than an evaluative approach, the teacher, “knows that the visit is not a
test, but a mutual problem-solving experience,” (Williams, 1989:87). Hence more beneficial
changes in teacher practices might occur. On the other hand, two respondents said that there is
no noticeable kind of change. It may be useful to refer to their backgrounds in order to find an
explanation of why they said “No”. S7 believed that teachers do not usually show interest in
pursuing TPD and this perhaps led him to a generalization that there is no change either. He

pointed out that:
"% e g il ) ST & S adl i T Y 5 digalagina Aagliey LLaiA) () g2 Cam sallo)f iy

“I do not feel that teachers show interest in pursuing their own TPD and I do not think that

there will be a positive kind of impact on their own teaching.”

Interestingly, he is an IT engineer who is in charge of training teachers on the ITE program,
but he may not be in a position to attend teachers’ classes afterwards like S3 and so may not
have the chance to judge whether any change occurs. His words I do not think that there will
be... make him sound like someone who has no direct knowledge of the effects of the training
and is speculating. Possibly he knows about IT, but not about teaching, i.e. is more of a
technician, while maybe S3 was one who knew about both. In sharp contrast, the majority of
teachers and other stakeholders gave very positive feedback regarding the important role and
influence of ITE program. The other negative respondent was S17, a head teacher of a

secondary school in the countryside: who said:

ol h Sl 58 138 5y 30155031 55 Ty sk Caamy (110 pad (1 shat 2 Y Al e
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“no, honestly there is no obvious change. For a change to take place there should be something
that facilitates it. This is not the case with secondary schools in the countryside. As you may
know, schools in the countryside generally suffer from lack of attention as well as lack of
activities that are related to TPD. Sometimes, we attend some classes of teachers and their

classes can also be attended by subject supervisors. However, this rarely happens. Therefore,
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we notice that teachers teaching in the countryside most often follow traditional methods of
teaching and they rarely think of pursuing their own professional development. Also, the

students’ level is not really good in English.”

Here S17 is reflecting a view that generally the countryside suffers from a lack of many types
of TPD activities which in turn negatively affects the teachers, their teaching, and so the
students' progress. In reality of course, teacher-centered TPD is still available for them since
reflection is always possible, e.g. based on a teacher journal, and if the internet is available
then so are online TPD resources. This view therefore reflects a notion of effective TPD as
primarily consisting of things provided for teachers, e.g. by outside experts, rather than TPD
activities coming more from within the teacher. Also, the last sentence of the quote is intriguing
as it might be interpreted as implying that S17 thinks that TPD cannot be effective if students
are weak. Possibly he believes that students’ level in the countryside may be discouraging for
teachers and means that students may be resistant to any change whether regarding teaching

methods or extra materials or any impact arising from teachers’ pursuit of TPD.

The third group of respondents (2) gave rather a relative kind of yes which was conditional,

not fully positive. For example, S11 is a teacher trainer on the ITE program, who pointed out:

Aol Aulain) 4o sSA e 438 Qe g U Aala ol A 5505 ) 5301 [l OUS 13) 4l J i iy
o panlh AT 1 padid o AT a5 o pviallledde Joany (T80 sa 1Uba) Laaasd Zlaiul) o3
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“I would say that if the programs or training courses satisfy a certain need of the trainees, most
often he has a positive reaction. This reaction may also be influenced by incentives that the
teachers may get which may differ from one person to another; some may seek material
incentives, others look for different positions, including administrative positions, while others
look for a certificate and scientific qualification. In general, as long as there is a positive motive
and psychological incentive there will be a response within the trainee and this is a positive
indicator which the initiator of the programs or training courses should take into

consideration.”
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This shows an awareness of an important condition for TPD analogous to that of learner
language needs. Just as learners will learn English better if they can see that the English they
are exposed to meets their likely future needs for English, which has led to widespread use of
'needs analysis' in TEFL, so a teacher may be more likely to learn from and exploit what he is
exposed to on an ITE course if he perceives that what he is exposed to there meets his needs
as a teacher. As we see, such stakeholder perceived needs are wide ranging and do not just
relate to teaching. S11 refers for example to material incentives, by which he probably means
giving teachers gifts or money. In actual fact teachers are usually asked to follow training such
as ITE based on schools where they work, rather than any consideration of their own motives
or needs, and they are not free to self-select whether to take the course or not. It is noticeable
that S11 started by referring to teacher needs, but quickly switched to talking in terms of
incentives. While the former are conceived as coming from within the person that latter are
more like needs created in people or imposed on people from outside. S12, who is a supervisor
of English, talked very clearly in the latter way about what might make TPD effective as being
incentives or created needs rather than the natural needs of an autonomous teacher. He stated

that:

a8 Ly ohat Caagy S alaialy Cilaaivna T Ll o 5k 5 48 S WAL ([ Tagd [0 yallIlad) 5 50 ) Calias®
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“teachers' reactions differ some of them pursue TPD and show a commitment towards
following updates with great interest in order to improve their abilities and they represent the
majority of teachers. And there are those who do not show commitment towards it. In both
cases, the Ministry of Education depends on the strategy of incentives for those who pursue

their TPD and vice versa for those who continue with following usual traditional methods.”

This quote reveals a number of interesting beliefs of S12. First, commitment of teachers and
the effectiveness of TPD is seen as arising not from the needs and motivation of teachers
themselves, seen as owning their personal TPD choices based on their individual needs, but as
managed from above by the Ministry through incentives applied to teachers from above. The
reference to vice versa possibly means that the Ministry treat teachers who do not attend

external TPD that they provide, like ITE, in some negative way; e.g. they get paid less. This
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carrot and stick approach to getting teachers to learn non-traditional methods of teaching
contrasts markedly with what we hear below about what those methods of teaching involve.
They clearly include the idea of getting learners to be more at the center of their learning of
English which is clearly not compatible with a view of language teaching as being a traditional
carrot and stick imposition of material from the teacher onto the learner. There is then a
mismatch between the approach of stakeholders like S12 to teacher learning /TPD and the

message/content of the TPD about student learning:
" A sl oe Saas by Jy le S60e 3 ke i s alUall] 93 ey a["

"the role of the student is no longer considered as a negative receiver of the information, but

rather he is asked to look for information" (S14).

5.5.2.2 The areas on which TPD was claimed to have an impact/effect

Next, I shed light on the types of changes that occurred because of teachers following certain
types of TPD, termed in this study as the effects of teachers pursuing TPD. According to the
other stakeholders, there are the following benefits/ effects of TPD (Table5.7).

Table 5.5 The benefits/ effects of pursuing TPD according to the other stakeholders

A. General benefits B. Specific effects of TPD on
-General self-improvement -Teachers’ own beliefs and ideas
-Improving teachers’ skills -Teachers’ own teaching methods
-Problem solving - Teachers’ classroom materials
- Teacher self-confidence -Teachers' own way of doing TPD
-Get new skill -Teachers’ career progression
-Improve his profession and gain lots of | -Teachers’ emotional side and feelings
skills -Impact on students
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A. General benefits

Some respondents gave answers which did little more than show a general opinion that TPD
had some positive effects, which we may consider “vague” replies. Most of what they claimed
was some form of general teacher self-improvement that occurred as a result of teachers
pursuing some types of TPD. It is a positive kind of development that may lead to teachers’
growth. Both Glatthorn (1995:41) and Keiny (1994:158) respectively emphasized the idea that
TPD refers to teacher professional growth. For Glatthorn (1995:41) “Teacher professional
development is the professional growth a teacher achieves .....”  And for Keiny (1994:158),

“Teacher professional development can be seen as a process of professional growth.”
Some participants simply referred vaguely to skills, e.g. S8:
138 5 Buaa ) leas (i dalla g 3 3 285 B (35 IS8T e J gean M a5 il 52 gLl OIS ([ ans "
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“yes, through attending training courses to get new ideas and methods, teachers were equipped
with new skills and increase teachers’ self-confidence which helped in facing problems

teachers may experience at school or while teaching.”

S6, believed that pursuing TPD positively affected the way teachers approached their own

profession, but again in a general way rather than specifying:
" pgiie o) 3l Cpms el mny AR SIS il e Uyl (uSadl gt Apaiille | il (mny gLl )"

“Pursuing some types of teachers’ professional development positively affected the way some

teachers approached their profession.”

S2 by contrast referred more to who gained the benefit of the impact rather than what the

impact was exactly:
aeDU ] e 5 agale kiGN el {ysali 5 dyigallaginaii dayliag \Laia) ale IS5 15 sedal oyl jamy "
".JJE‘}” ¢L:\Bb 5 laY) c[(x@.ﬁk L.sﬁ SN
“some teachers showed interest in pursuing their own TPD and we feel the fruits of this

improvement in them, their students and through their relationships with their school

administration and students’ parents.”
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B. Specific effects of TPD

By contrast, may other stakeholders gave more specific information, which I have categorized

as in table 5.7. There are effects of pursuing TPD on:

- Teachers’ beliefs about teaching and students as claimed by 4 stakeholders. This was

clearly stated by S14, for example:
Gy Tas bl s A el [l ALToe 3 ke dah g Cafdall] ) 53 day o[ Dliad agll ) 5 a0 IS8T (any < puai 8"
" alail | Mpalai g NG Al e dds sy fpana sl pian 3 pkai < juad A5 A plaallige

“some of their ideas and points of view changed; for example, the role of the students is no
longer considered as a negative receiver of the information, but rather he is asked to look for
information. In addition, some of the teachers changed their views towards teaching itself
where it is considered as moving from teaching to learning.”

S3 who is one of the teacher trainers on the ITE project, linked this belief change specifically
with that program:

(I H5IGE 5 (8 ST stsmy Copaleal i Vol 81 010 Dapan 4 L a1l L 3850 13 [ 0 01"
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“The program of integrating technology into education had many benefits for teachers; first it
makes teachers reconsider their old teaching methods which they adopted.”
It seems that following such a training course may help in opening the teachers’ eyes to
different ways of teaching which they were not really aware of, beyond simply applying IT in
class. The word reconsider in the above quote implies the claim that IT training such as the
ITE program may engender important TPD in the form of teacher reflection on their beliefs
about teaching methods in general. Likewise, S16 expressed a very similar point of view
showing the positive effect that TPD had on teachers’ awareness/beliefs as well as teaching
methods:
gl 5 g )X sl et S Jan e ) G paall ] ) 50 e 5 g, | catlaifl]y g lNasrasall) e LAY
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“On the professional, educational level, ... there is an increased sense of awareness among
teachers about working continuously to improve their own teaching and themselves and avoid

the traditional way of teaching."
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It is important to highlight that these stakeholders are echoing government policy as it is one
of the main principles/aims of the ITE program that teachers adopt such ideas and apply them
to their classroom by asking students to search for information, and ask for each other’s’ help
and opinion rather than themselves just pass information to passive students. The course is
clearly claimed to have an impact on teacher beliefs about teaching that goes way beyond the

mere use of technology.

In these ways the stakeholders talked about a noticeable kind of change in teachers’ beliefs
about what is better, and of course, there could be a strong relationship between teachers’
beliefs and their practices as beliefs may affect teachers’ practices (e.g. Tsui 2003; Farrell
2007): see the next subsection. Finally, I should note that this same idea of “change of teacher
beliefs towards what is better” was also mentioned and stressed by the teachers themselves
earlier in this chapter.

- Teachers’ teaching methods, including use of new technology. Although many
stakeholders mentioned change of teaching methods as an effect of TPD, as with beliefs above,

hardly any referred to it without connecting it to new technology. Two such were S5:
" ualll g agdla) skl ) saigy (s pdalllpany Of axd "

“Yes, some teachers are interested in improving their own performance at the class”. Similarly,

S9 pointed out that:
"l )X agdlal L sk 8 2ol digallFAsasile ) sill (any £ Ll () Gan el cans[ Aas "

“For some teachers, pursuing certain types of teacher professional development helped in

improving ....... their performances and abilities.”

Of the majority who referred to technology, some gave examples of the change in teaching
methods. Naturally there was reference to the introduction of technology into the class: “the
program of integrating technology into education is a professional development program for
teachers. It equipped teachers with technological skills which they applied to classes and
passed the experience to their own students.” This could refer to the use of computer, internet,

word document etc... (S18). So, also S16:
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“On the professional, educational level, teachers gained lots of skills and learnt about modern

technological means and .... to apply what was learnt to their own classes.”

Many however indicated broader effects of technology on making teaching methods less
"traditional" and more learner-centered (S15). For instance, S3 referred to technology having

the effect of teachers:
M T30 5y A [T T alaian) 5 A beall o110 5] oI Canallaladiian 5 alail] o Masbesi o QY

“moving from teaching to learning and use of search to get the information, use of modern
techniques and teaching materials.” This refers to search by learners both in class and at home
using modern technology such as the internet. It is also made available for some schools where
the ITE program was applied. There were even certain projects that both teachers and students
worked on and communicated online as well. Usually, every teacher has a weekly class which

he can deliver in a special room provided with the internet.

A slightly different claimed effect of IT training was that on classroom communication and

dealing with students' individual differences. This idea was referred to by S18 who stated:

&IOSy ags 5 03 e 3 hanall]y agun )35y ghat (8 Caae b Sl 3 S & jle[J adla[J 3uan (3 galad 268"
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“They <the teachers> learnt new methods and many concepts and skills and it helped in
improving their teaching, managing their own classes and dealing with students with different

levels, interests and backgrounds.” Similarly, S3 claimed:
" Jae1de WL el dpaglat Ay dpdua A8 a1 Idra i gaeS(Haladdn) o)

“The use of computers makes the classroom an educational environment that is characterized

by mutual interaction.”

This reflects perhaps the view that “teachers’ most important job is to create conditions in

which learning can best take place. The skills of creating and managing a successful class are
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not easy to master and they would be the key to the whole success of a course” (Farrell, 2007:

34).

- Teachers’ classroom materials. One effect of TPD that was mentioned was on the teachers’
choice of extra supporting materials for their own students to satisfy students’ needs and
interests. S9 and S16 expressed a similar point about the effect of pursuing TPD more

generally: it was seen by teachers:
" Aalad 2 5Ll okl g o g Al il s pgas 5 LA | 5 sedal

“showing interest in their lessons, planning for the lessons, and the use of educational
materials.” (S9). As an educational supervisor, S9 is someone who was in in a position to

know, by visiting schools and observing teachers’ classrooms.

- Teachers’ TPD itself. Interestingly, some of these stakeholders (5) claimed that pursuing
one or more types of TPD positively affected teachers own doing of other types of TPD, in a

variety of ways.

S16 for example specifically referred to the effect of training in use of technology as equipping

teachers
" a2 g [agusiil y glaiLiasl (S[5 (a5l [ a2 5[5 LS8V g [ plaalT] o 1IJ ) 53

"to have access to information, ideas and materials not only for teaching, but also to improve
themselves professionally as teachers.” Presumably this refers to teachers consequentially
being able to use the internet as a TPD resource.
A particularly interesting impact of TPD on TPD that was also claimed was that teachers who
followed certain types of TPD transfer or 'cascade' what they learn to other teachers who did
not follow that training. For example, S5 stated that:

O sl 230 Al Aaad sad (pu s ) elaely | o8 Wilas L 583 ST ) ga Vo) (el Tsmms y2all]siany 1"
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“some of the teachers who pursued training that I mentioned earlier, gave model practical
lessons ... in front of a number of the teachers who did not follow any kind of training in order
to transfer the experience that they get to them”.

Thus, one teacher's learning from TPD through a course is passed on to other teachers by peer

observation, which is another type of TPD. The training referred to here that was passed on is
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probably general training courses that are offered to teachers by the MoE and delivered by

experts and such courses focus on teachers’ general teaching skills and methods.

More broadly there was reference to TPD generating increased communication and
cooperation between teachers and others including and not limited to other teachers
(colleagues), students, students' parents, head teachers, subject supervisors, teacher trainers,
involving sharing and the exchange of ideas, information and expertise. For example, S1 gave
some examples of how teachers communicated with colleagues in different countries and how

they worked together as a result of following the ITE program. S1 claimed that:

plad o LT3 8 ) 53 skt g paallly Y1538 5 Codansld () 1S (B gl b @[ gms (B (salmall T 55"
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“Teachers in Syria communicated with their peers in all of Palestine, Gaza, Jordan, Yemen
and they worked together to initiate projects on distance learning. Lots of teachers could
discover many different technological tools through the internet and they shared them with

their colleagues and peers.”

Collaboration with colleagues can be seen as a form of TPD which will provide a non-
threatening environment in which teachers can develop new knowledge and skills and gain
supportive feedback from peers (Atay, 2008). Collaboration will offer “hope to others wishing
to break out of the shells of isolation separating teachers from their colleagues as well as from

teacher educators” (Oprandy, Golden and Shiomi, 1999:5).

Moreover, according to S2 and S4, TPD, by its availability, had the effect that teachers then
showed more interest in pursuing their own TPD:

" e Bkl 1012 s s s daigallagiaati dagliog LLaia ) (50 (e pdalAple )"

“the majority of teachers showed interest in pursuing their teacher professional development
whenever the programs are available” (S4).

This refers to TPD in the form of courses and workshops organized by the authorities and
implies that if these are laid on, they engender interest in taking them. Thus, there is an indirect

reference to continuity which is an important aspect of TPD as also indicated by Harwell
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(1995:106) “Teacher professional development: it’s not an event, it’s a process.” Since
professional development is a continuing process (Richards and Farrell, 2005), it should not
stop once teachers have acquired their professional qualifications. S12 illustrated this by
stating that: “teachers’ reactions differ: some of them pursue TPD and show a commitment
towards following updates with great interest in order to improve their abilities and they
represent the majority of teachers.” S16 also spoke of:

" o 11 8 AT 5 sl it 5 aguil g gy )3 ohaS (U] SIJSE Janll L. pme o7

"teachers .... working continuously to improve their own teaching and themselves and avoid
the traditional way of teaching.”
Interestingly, when we compare his idea with teachers’ data, we can notice that also one

teacher (T10) also focused on the “continuity” aspect of TPD.

- Teacher career progression. S4 pointed out that some teachers worked for a professional
upgrade as a consequence of engaging in TPD:
"t s alulG e &Y 110 g 2all] ora AN 5"

“So, teachers worked for an upgrade as far as the profession ladder is concerned.”

S4 meant that some teachers may look for getting a better administrative position like
becoming subject supervisors, head teachers, or using TPD in the form of higher studies at the
university to give them, upon graduation, the chance to give lectures at the university.

- Teachers’ emotional side and feelings. It is undeniable that the emotional side of every
human being can play a pivotal role in his/her practices and in the case of teachers, the
emotional side is an inseparable part of his personality which can positively affect his teaching,
himself and his students. A range of such effects of TPD were mentioned, often again with

reference to the technology related training.
Sense of happiness with the TPD itself, as stated by S14:
":\_\);vaﬂru e@.ﬁd\:.m oe (‘;;Jﬂ@ :\_\Lﬁ[cD 5 gd &DMJ.Y} ‘—")}JBM u;m[u}u)ma[rdaz[).\s 2a["

“the majority of teachers who followed certain kinds of training such as integrating technology

into education, expressed their happiness with that experience.”

Love of the profession of teaching and career satisfaction. This idea was clearly stated by S4:
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“Teachers showed a sense of love, appreciation towards the profession of teaching.” S6 shared

a very similar view:
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"L@_Jmc.l.al\\ﬂ J):.ul Ol

“Pursuing some types of teachers’ professional development positively affected the way some
teachers approached their profession, appreciating their educational work and increased their

sense of belonging to it.” S10 saw this as mediated by student satisfaction:
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“.... this, in turn, increased students’ satisfaction with the teachers as well as enhanced

interaction with the teachers. As a result, this led to teachers' sense of career satisfaction.”
Interest and motivation. S9 talked about teachers, following TPD,
" Aalad ol sl g G A aaniU g agas 52 LLaial |5 jedal”

“showing interest in their lessons, planning for the lessons, and the use of educational

materials.” Similarly, S13 claimed:
", o[l g @3 [ S v sal[ A8 pral (ani] o joallpmn o) SR

“Some of the teachers are motivated to know what is new in the field of teaching methods and

techniques.” S16 expressed the same sentiment in terms of enthusiasm:
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“On the professional, educational level, teachers gained lots of skills and learnt about modern

technological means and they showed a sense of enthusiasm to apply what was learnt to their

own classes.”

Good teachers need not only knowledge and experience, but also enthusiasm, confidence, self-

value, a desire to question and experiment, and to grow professionally.
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Sense of belonging to a 'community of practice'. Although not stated in those words, this idea

was clearly indicated by S16 who stated that:
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“On the psychological level, pursuing certain types of teacher professional development
positively influenced teachers psychologically speaking. It increased his sense and feelings
that he is not alone if he faces any difficulty.... This in turn greatly increased a sense of
cooperation.” According to Andrews (2007:72) such an effect would “continue what has been

termed the culture of teaching.”
Increased sense of self-confidence. S8, S10 and S15 all held a very similar view. In S8's words:
A0 138 58 e anadall g 35 o3 388 3ana §1 [5 JISE e J seand[Ea a8 <l 0 g L) IS 71
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“yes, through attending training courses to get new ideas and methods, teachers were equipped
with new skills and this increased teachers’ self-confidence which helped in facing problems

teachers may face at school or while teaching.”

Impact on students. One of the other stakeholders talked about a positive impact of TPD on

students, as a consequence of change in teachers, in the form of general improvement:
"aeA [ e s agale il jla[ jeali g drigallagiiati Aasliay L[ Laia) ale WSS 5 ¢ sau (a1 LIS

“A few teachers showed interest in pursuing their own TPD and we feel the fruits of this

improvement in them and their students ....” (S2).

Increased students’ satisfaction with the teacher, is another interesting and important aspect
reported as a result of teachers’ pursuing TPD:
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“For some teachers, pursuing certain types of teacher professional development helped in

improving their skills in the professional and scientific fields and increased the teachers’
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confidence in himself, his performance and abilities. This, in turn, increased students’

satisfaction with the teachers as well as enhanced interaction with the teachers.” (S10).

5.5.2.3 The type of TPD claimed to have led to the positive change/effect

The third important issue that emerged from other stakeholders’ responses is the type of TPD

that may have led to the claimed positive change/effect, summarized in Table 5.8.

Table 5.6 Types of TPD having beneficial effects, as claimed by other stakeholders

The TPD activity that led to the effect Stake holder number

Pursuing/ participating in certain types of TPD | S6, S10, S11, S12, S15, S16
(not exactly specifying the type)

The ITE training program S1, S3, S11, S14, S18, S2, S7
Training programs/ courses S4, S5, S8, S16, S2, S9, S13
Watching Educational TV channel S2

As table 5.8 clearly shows, some of the stakeholders just mentioned in general terms that
pursuing/ participating in TPD activities had an effect on teachers, without specifying what

type of TPD they had in mind. For example, S6 said:
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“pursuing some types of teachers’ professional development positively affect the way they
approach their profession, appreciating their educational work and increased a sense of

belonging to it.”

By contrast, some stakeholders did specify the type of TPD activity that led to the change and

as table 5.8 shows, four different types of TPD were mentioned.
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- The ITE program as we already saw above, a great number of stakeholders believed that
the ITE program was one of the most effective TPD activities that led to a change in teacher’s
beliefs and practices and other aspects. The ITE program was perhaps seen as especially
effective, because of its highly practical nature, full of opportunities for the teachers to practice
using IT including computers, internet and projectors and because of the way it helped teachers

apply what was learnt in their English classes.

It was one of the most effective programs and a great deal of efforts were exerted to make it
available for teachers who enjoyed it and applied it in their own classes. Brandt (2006:362),
also talking about teacher training in general, clearly stressed the idea that “Allowing for
practice would provide new teachers with opportunities to experiment and make errors, free of
the burden and distraction of assessment.” Many researchers have emphasized the idea that
one of the main conditions to be met if learners are to successfully learn a second language is
that teachers must be adequately trained and have hands on experience (Enever, Moon &

Raman, 2009, Emery, 2012).

- The ICDL course. Another technology-related source of TPD claimed to lead to a good
impact on teachers is the international computer driving license course in Syria. S7 claimed

that:

Bt Jla b 1S a1l 285 5 gnaSiloe L3y cavpaall L i i1y [CDLE 50 dllia )"
" e s agale L) (Sl La A slaa lagS) e[

“there are ICDL courses that are available for teachers and they provide teachers with training
and lessons on computers and it was of a great benefit for teachers in the way of improving
their informatics skills and was positively reflected on the teacher as well as his students.”
Probably there are some reasons for why only one stakeholder mentioned ICDL as ITE was
more available than other types and it has more coverage of application to teaching which
ICDL does not, and in addition teachers are supported during classes by experts who observe

their classes and provide non-evaluative feedback and comments in a friendly way.

- Other training courses. Seven further stakeholders claimed that training courses played a

pivotal role in bringing about a positive effect on teachers. For example, S8:
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“yes, through attending training courses to get new ideas and methods, teachers were equipped
with new skills and increased teachers’ self-confidence which helped in facing problems

teachers may face at school or while teaching.”

He did not specify what specific training courses he meant, but from the nature of the
participants who said this I can surmise that he was probably referring to ones other than those
above, introducing teachers to new teaching methods, and to the ones that were designed to
prepare teachers for the new/ updated curriculum of English. We would indeed expect
teachers’ professional knowledge and competence to be enhanced by teacher training through
"the application of the practical pedagogical knowledge acquired during the lessons and

workshops" (Leshem and Hama, 2007:257).

- Educational TV programs. Finally, only one stakeholder referred explicitly to watching an

educational TV channel as a form of TPD that may positively impact on teachers. S2 said:
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“there are lots of things that are available for teachers in Syria and in the city of Deir-Ezzor
specifically, and the Ministry is still working to offer what is new in this field”. He went on to

give an example of that as
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“For example, the educational TV channel that belongs to the Ministry of Education.” This
same idea was mentioned by one of the experienced teachers (T10) as a beneficial source of
TPD although he talked about the Egyptian educational channel not the Syrian Ministry one
as a source of TPD. This may in fact suggest that the stakeholders are unaware of such
resources in the world outside Syria and think only in terms of what Syria provides, so are

'behind' the teachers, some of whom (but not many) are aware of a wider range of resources.
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5.5.2.4. Conclusion/overall discussion for RQ6

Comparing the teachers and other stakeholders’ findings concerning the effects of TPD, I can
confirm that there are some of points of agreement and disagreement between them. These are

represented by the following points.

The vast majority of both stakeholders and teachers reported a positive impact of TPD. Only
three teachers and two other stakeholders felt no impact of TPD on teachers/ teaching for

reasons mentioned earlier.

Also, they all talked about the impact of TPD on teachers’ beliefs about teaching methods, and

ideas related to teaching.

They all talked about a change in teaching methods where they shared views on use of
technology, classroom management, dealing with students and avoiding traditional teaching
methods. They both shed light on the importance of ITE program. In addition, teachers talked
in greater detail including students’ group work, seating arrangement, presentation, correction

and feedback methods.

Stakeholders and teachers referred to the impact of TPD on classroom materials considering
students’ needs and interests. Teachers again gave more details about the nature of the

materials: posters, topics, grammar rules and examples.

Stakeholders and teachers shared the view of impact of TPD on teachers’ feelings including
love of teaching, feelings of appreciation of it as a vocation, feeling of self-confidence, of
interest and fun. Stakeholders also talked about teachers’ feeling of belonging to a community
of practice and sense of motivation. On the other hand, teachers talked about feelings of

parenthood and intellectual challenge.

Stakeholders talked about some interesting effects that the teachers did not refer to. One was
the impact of TPD on TPD itself in various ways, others were the effect of TPD on teacher

career progression as well as its impact on students.

Overall, then, I could say that while the teachers were perhaps naturally able to talk in more

detail about effects on classroom teaching and materials, which is their domain, the other
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stakeholders suggested some effects that were less obvious, but which I suspect the teachers

would nevertheless agree with.

Concerning the type of TPD that led to change there were more marked differences between
the teachers and the other stakeholders. Some of the stakeholders talked in rather general terms
about TPD having an effect without indicating what type, whereas the teachers were more
often specific. Most noticeably, whereas other stakeholders, when they were specific, referred
only to four types of TPD as having an impact, the teachers indicated a much wider range.
Particularly telling is that almost all the TPD activities specifically mentioned by stakeholders
as having an impact involved some sort of externally provided training course with one
reference to the Syrian Educational TV channel. None of them talked about activities done by
teachers themselves nor the ones offered by other teachers (e.g. observation). That means they
are revealing that their idea of TPD is very much as something provided for teachers, probably
by the Syrian authorities that they represent, driven top down. They do not seem to make much
mention of more teacher-led TPD such as self-access use of the wide range of online and TV
resources, nor of teacher reflection based on experience or on what fellow teachers, students
or parents can generate. Either they do not think of this as TPD, or they do not credit it with

having any real beneficial impact.

On the other hand, teachers talked about the effects of a very wide range of types of TPD as a
source of effect ranging from self-chosen ones to ones offered by others (including
professionals or other teachers), including reflection, consulting experienced teachers, other
stakeholders, students, and parents, the ITE program, observation, training courses/ programs,
action research, workshops. The teachers’ responses showing greater awareness of the fuller
range than the other stakeholders. For instance, one of the teachers mentioned the Egyptian
Educational TV channel not the Syrian one, it seems that other stakeholders may not be aware
of it as source of TPD or they may prefer teachers to follow the ones that are offered in Syria
only. Indeed, it is noticeable that there was very little or no mention by any participants in
either group of any effects a number of valuable resources that I uncovered as relevant and
available and which I would argue could also have beneficial effects. This is presumably

because, as we saw in answering RQ?2, they did not report using these/were unaware of them.
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On the other hand, the majority of teachers and other stakeholders agreed in reporting the same
widespread positive impact of the ITE program and probably this is due to the fact that the
program was the most prevailing one at that time, recently adopted in Syria (2010) and great
deal of effort had been exerted to implement it even during the problems in Syria. Actually,
none of the previous studies of TPD reviewed in this thesis looked at the impact of TPD
empirically from such a range of viewpoints, including points of agreement and disagreement
between teachers and other stakeholders. To the best of the researcher's knowledge, this is not

something researched before, so the results could be considered as novel.



253

Chapter Six: Conclusion

6.1 Introduction

This chapter marks the end of the thesis, I will present a brief summary of the main findings
of the teachers as well as of the other stakeholders. Finally, I will shed light on the implications

of the study, limitations of the study as well as suggestions for future research.

I will present summary of the main findings answering each of the six research questions.

6.2 RQ1 what do teachers think teacher professional development is?

Only four of the teachers were not familiar with the concept of TPD. This seems to be due to
these teachers’ being young, untrained novice male teachers, three of them are from

countryside and the current conditions affected them.

By contrast, the majority of teachers showed some familiarity with the term (in Arabic), though
their understanding of the concept proved to be limited. Their definitions focused on the
general nature of TPD, medium of delivering TPD, purpose of TPD, the impact of TPD on

teaching and the occurrence rate of TPD.

Concerning the general definition of TPD, some of the teachers viewed TPD as a training
process. By contrast, some of the teachers spoke of TPD in a more teacher-centered way, for
example as a way for increasing teachers’ awareness, that TPD can be based on teachers’ self-

reflection, independent of external training.

TPD was also viewed by many teachers as leading to change and self-improvement.
Furthermore, teachers spoke of the quality of what CPD heads towards as something that is

better or best and that TPD meant keeping up with contemporary ideas.

In addition, some of these informants talked about the medium of delivering TPD, often

indicated by the keywords through, by. These are represented by:
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Training courses, workshops, classroom observation, lectures, pursuing a higher degree,
reading books and useful resources, consulting experienced teachers, exchanging ideas with
colleagues, attending presentations made by experienced teachers, using the internet and

modern technology and consulting students or parents for their opinions.

Furthermore, some of the teachers talked generally about the purposes or effects of TPD, such
as the affective side of the teachers, change in teachers’ practices. On the other hand, some
teachers reported specific effects of TPD on teaching such as adopting a bottom-up approach
to teaching, change from traditional teaching of a grammar rule followed by practice to having
students work out the grammar rule, adjustment of amount of information delivered to what
the learners can cope with, moving from teaching to learning and integrating technology into

education.

Moreover, three informants defined TPD in terms of its rate. One teacher saw it as being a
continuous, life-long process. By contrast two teachers viewed TPD as taking place at a certain

time only (before or during teacher’s career).

Summing up teachers' beliefs about the nature of TPD, only one of the teachers mentioned the
important aspect of TPD as a continuous process that should take place throughout the whole
career of a teacher. Probably this is due to lack of pre-service training. On the other hand, some
of the teachers defined TPD as a matter of development, improvement and growth or with
reference to words such as new, modern, update, quality, better and best, which implies an
awareness of the important role of TPD. However, there was no real stress on these issues by

researchers in their definitions of TPD.

Also, none of the teachers defined TPD as a matter of teacher learning, but rather there were
indications that the majority of teachers considered it as more likely to be something provided
by other stakeholders. Unlike experts’ views, none of these teachers mentioned that a change
in belief should occur first so as to change practices. Generally, they exhibited beliefs that
lack fully formed knowledge of the concept of TPD, and only provided partial definitions of
TPD as a concept.
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6.3 RQ2 and RQ3: What types of TPD strategies are engaged in and why are they
are/ they are not engaged in TPD strategy of this or that sort?

Overall, the teachers reported doing quite a lot of TPD activities that are not prompted from
outside. Interestingly, the majority of these teachers were considering these activities as a
means of improving themselves, and their own TM. The majority of teachers reported adopting
multiple types of TPD activities as represented by the following, in descending order of

number of mentions.

Using the internet as a source of TPD, almost all the teachers reported surfing the internet,
websites and using the internet through social groups including WhatsApp and Facebook, as a

means for improving themselves and their teaching.

Reflection after class, the majority of teachers reported an interest in reflection after delivering
their own classes. Some teachers reported reflection on the negative or the positive aspects of
teaching, whereas others focused on both the positive as well as the negative aspects. Also, the

majority of teachers, saw reflection as a continuous timeless process.

Talk with colleagues in the staff room, it is noticeable that the majority of teachers reported

sharing their experiences, views and ideas in the staff room, mostly on a daily-basis.

Attending training courses, the majority of teachers interviewed reported following some kinds
of training during their profession as teachers. Almost all the teachers talked about in-service

teacher training, rather than preservice one.

Being observed by PD providers, during the interview most of the teachers said that their own
classes of English had been and were still being observed by PD providers; supervisors,
headmasters, trainers...etc. Surprisingly, three teachers said that their classes had never been
observed by PD providers. Most probably this is due to the fact that these teachers teach in the
countryside where such matters are, to some extent, neglected and not much attention is paid

from above to teachers’ development/ teacher training.
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Observing a colleague: the majority of teachers mentioned that they observed a colleague
teaching at one time during their life. Also, the majority of teachers reported being observed

by a colleague.
Attending workshops, the majority of teachers referred to that.

Holding parents’ evening, the majority of teachers reported having parents’ evening at the

schools almost twice or at least once a year.

Reflection on a previous term, almost half of the teachers reported reflecting termly on their
own English classes. It was not adopted too often as teachers reported reflecting often after

delivering their own classes, so may not be interested in a termly type of reflection.

Cooperative/collaborative teaching, exactly half of the teachers reported experiencing a

cooperative type of teaching at some point during their career as teachers.

Audio-recording of lessons, almost half the teachers who were interviewed, reported audio-
recording themselves teaching English and reflecting on it. However, some of the teachers
considered it as something odd or unusual. Others, liked the idea and even promised to apply

it as a future technique.

Keeping a diary, the minority of teachers reported keeping a diary/lesson report to write their
ideas, views, feelings and reflections after giving a lesson. That could be due to not being

interested in that.

Consulting students for their feedback and opinion: only few teachers, used this strategy and

it might be interpreted from the teachers that this simply did not come to their minds.

Overall, the teachers reported doing quite a lot that is not prompted from the outside. However,
they were not adopting certain type of activities (such as video recording their classes) as it
did not come to their mind or it was considered as something odd. In addition, the majority of

these TPD activities are intended to improve their own teaching methods and TPD as well.
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6.4 RQ4: What types of professional development would they ideally like to

pursue? And what are the obstacles?

Their answers fell into the following three categories.

Some of the teachers looked for TPD as training from professionals, most of which would be
chosen by teachers rather than required of them to participate in. These are represented by the

following with a reference to the source of the obstacle.

- Training courses on teaching methods at the British Council as well as the American Cultural

Institutes in Damascus. Due to the unstable conditions in Syria, the councils are now closed.

- The availability of pre-service, in-service and continuous training throughout their careers.

Again, in the hands of decision makers. (central MoE)
- A wish to integrate technology into education. The problems in Syria affected that.

- Higher studies at the university level. The obstacle is the unstable conditions in Syria in
addition to the lack of time and financial issues. In addition, MA in ESP is currently

unavailable in Syria.

-A diploma in neuro-linguistic programming. The obstacles are issues of time, money and

effort.

-The subject of teaching methods should be taught right from the first year for students

majoring English. (university)

-Research should be conducted on teachers of English and other teachers on issues related to

their own PD. (MoHE)
-In every school, there should be a PD provider. (local education center)

- The Egyptian educational channel as a source of TPD. This is often unavailable because of

continuous power cuts/ affected by the problems.

- TPD and the technology equipment/programs should be available for teachers in the

countryside. (local education center)
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On the other hand, some teachers wished for TPD as input from other teachers. This covers

what fellow teachers can do to improve other colleagues and included
-Consulting more experienced teachers. (lack of time)

- Transferring TPD practices and TM issues from the private secondary schools to the Syrian

state ones. (local education center)

-To observe Syrian and non-Syrian colleagues teaching. The obstacle could be lack of time,
and colleagues with different nationalities are almost unavailable in the context of the study.

(lack of time/issue of unavailability)
On the other hand, some of the teachers wished for TPD as achieved by self-improvement.

-Traveling to different countries as a source of enhancing their TPD/ TM. However, there are
two obstacles: such trips are expensive in addition to the unstable conditions in Syria as well

as issues of time and money.

-Audio or video recording ones’ own classes. Some schools may not have recording facilities

available for teachers there. (financial issue and lack of teachers’ consideration.)

-Teachers should generally work on improving themselves. I.e. TPD is something provided
internally, by ones’ own self, not by others. An issue that requires consideration by teachers

themselves.

To sum up, we have seen that teachers talked about different types of TPD activities which
they wish to engage in ideally, and undoubtedly the majority of what they wished for could be
useful and important as far as the process of TPD is concerned. The teachers showed a broad
view of TPD by wanting to do many different types of TPD activity, not all the same type as
what they already did. Some of what they want is new (e.g, PD providers, travelling abroad)
others are echoed in the literature that I reviewed. Moreover, most desire TPD which involves
some other person/source providing it, whether authorities/trainers or other teachers, and very
little shows evidence of wanting to engage in reflection as a major source of TPD. Mostly,
they want to be able to self-choose TPD which is available rather than have it imposed. Finally,

the obstacles include many things that would be there even without the war.
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6.5 RQS Do any of the above differ according to teacher background, esp. novice

vs experienced?

Background issues may play a role regarding TPD. There was strong evidence in the data that
teaching and training experience, and contextual factors such as place of teaching (countryside

vs the city) affect TPD.

There was a strong evidence in the data that contextual factors can greatly affect TPD, such as
the place where the teachers work. For example, on many occasions teachers working in the
countryside complained of lack of TPD activities in the countryside in the form of training
programs, the ITE course etc., and the majority of these teachers were not able to provide
definitions of the concept of TPD. Teachers at the countryside reported depending mainly on
self-chosen issues to improve themselves. Even colleagues, supervisors and head teachers may
not be seen as a good source of support on their way to TPD. By contrast, there were lots of

externally provided TPD available for teachers at the city.

There was a difference between experienced and novice teachers regarding engaging in/ not
engaging in TPD, and experienced teachers exhibited a great sense of confidence than novice
ones. In other words, TPD had a greater impact on the confidence of novice teachers than of
experienced ones. On the other hand, there were certain instances where experienced teachers
resorted to their experience only and showed no interest in pursuing some type of TPD and no
effect on their teaching practices which goes against many researchers’ view who stressed that
experience alone is not enough and does not ensure teachers’ effectiveness. On the other hand,
there was a clear evidence in the teachers’ data that novice teachers show a great sense of
interest and enthusiasm toward pursuing different types of TPD and they seem to be more
interested in modern technology. By contrast, experienced teachers showed a great sense of
confidence concerning issues related to teaching and classroom management, despite not

engaging in TPD.
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6.6 RQ6 What effects do teachers or stakeholders think any TPD they have

engaged in has had on their teaching beliefs, practices or affects?

6.6.1 Other stakeholders' views on the effects of TPD compared with teachers'

All in all, teachers and other stakeholders’ findings showed some points of simialrities and
differences between them concerning the impact of TPD on teachers. The vast majority of both
stakeholders and teachers reported a positive impact of TPD. Only three teachers and two other

stakeholders felt no impact of TPD on teachers/ teaching for reasons mentioned earlier.

Also, they all talked about the impact of TPD on teachers’ beliefs about teaching methods, and
ideas related to teaching, in a similar way. They all talked about a change in teaching methods
where they shared views on use of technology, classroom management, dealing with students
and avoiding traditional teaching methods and stressed the importance of the ITE program. In
addition, however, teachers talked in greater detail on issues related to TM. Both stakeholders
and teachers referred to the impact of TPD on classroom materials considering students’ needs
and interests. Also, they both shared the view of impact of TPD on teachers’ feelings including
love of teaching, appreciation of it, a sense of self-confidence, interest and fun. Stakeholders
also talked about teachers’ feeling of belonging to a community of practice and sense of
motivation, whereas, teachers talked about feelings akin to parenthood and intellectual

challenge.

In addition, stakeholders talked about some interesting effects that the teachers did not refer
to. One was the impact of TPD on TPD itself in various ways, others were the effect of TPD

on teacher career progression as well as its impact on students.

Concerning the type of TPD that led to change there were more marked differences between
the teachers and the other stakeholders. Unlike teachers, almost all the TPD activities
specifically mentioned by stakeholders as having an impact involved some sort of externally
provided training course with one reference to the Syrian Educational TV channel. None of
them talked about activities done by teachers themselves nor the ones offered by other teachers

(e.g. observation). That means they are revealing that their idea of TPD is very much as
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something provided for teachers, probably by the Syrian authorities that they represent, driven

top down.

6.7 Implications for Teachers

Based on the findings from the teachers and other stakeholders, I can say that there are some
implications that teachers need to take into consideration to further improve and facilitate the

uptake and sustainability of TPD as a process, which are represented by the following points.

The data provided very strong evidence that though the majority of teachers were in fact
pursuing certain types of TPD, almost the majority of them were not very familiar with the
concept of TPD and they offered rather partial definitions. There were many instances where
it was felt that the current research could successfully raise teachers’ awareness of the concept

of TPD in its full breadth which may lead them to engage in a wider range of its forms.

Although many researchers have emphasized the importance of audio and video recording
ones’ own classes as very useful techniques that will give the teachers a very clear picture of
their own classes and practices, and stimulate reflection, very few teachers reported audio
recording their own classes. Sadly, none of the teachers reported video-recording their own
classes. These methods need to be more used by teachers, and stakeholders may have to
facilitate this by offering recording facilities for teachers. Such a feature is however already

available to many teachers, in that they could audio record a lesson on their phone.

Furthermore, teachers themselves should also work more on improving themselves rather than
looking mainly for externally provided types of TPD. Teachers should be the main agents of
change as far as their own TPD is concerned. Improving themselves could be represented by
working by themselves on improving their technological skills, surfing the internet for updates,
as well as reading and reflecting on the content of useful books and watching educational

channels.

Finally, it is desirable that teachers work more in cooperation and increase a sense of

interaction between them and other teachers to avoid being fossilized and isolated. Almost all
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teachers reported sharing ideas with colleagues in the staff room. However, more types of
cooperation are required probably in the form of mutual observation, working together in terms
of arranging lesson plans, initiating WhatsApp or Facebook groups for consulting fellow

teachers.

6.8 Implications for other stakeholders

One of the main important roles of other stakeholders is facilitating TPD and providing better
conditions in which TPD could develop and improve. These could be enhanced by paying

attention to the following issues.

From my point of view, stakeholders may need to open teachers’ eyes widely to the importance
of TPD and pave the way for them to pursue and sustain their own TPD by themselves with
some help of other stakeholders including head teachers, trainers and subject supervisors. In
particular, the common view of TPD as provided top down by other stakeholders, rather than
as generated or at least chosen by teachers, should be replaced by a more inclusive view that

allows a place for the autonomy of the teacher as learner.

During the interviews, teachers talked about certain obstacles affecting their pursuit of TPD.
Among these are the lengthy syllabus and lack of time, so probably one of the main issues that
stakeholders should address is to free up some time for teachers to work on improving
themselves probably by decreasing the working hours for teachers. Also, teachers should be
well-paid enough to avoid the problem of teachers needing to be engaged in other kinds of job
and as a result leaving them with not much time to work on their own TPD. This issue is in the

hand of the MoE.

Awarding scholarships for teachers to study abroad or follow training abroad in one of the
English-speaking countries and being updated on what is new in the fields of teaching and

TPD. This issue is in the hand of MoHE.

Syrian universities may play a pivotal role by introducing the subject of Teaching Methods
and coverage of what TPD is right from the first year for students studying in the department

of English and who are expected to be teachers of English. From this the teachers could get to
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know the types of TPD that exist, both as INSET and PRESET in Syria. This issue is in the

hand of the universities.

Availability of PRESET should be improved. Probably, one of the most beneficial and
important aspect of training courses is when they occur prior to obtaining a teaching post and
allow teachers to practice in a friendly way, preparing teachers for the realities of the
classroom. The findings of the study show strong evidence that the majority of teachers show
interest and felt the importance of pursuing some types of training programs, especially
PRESET, and some of them called for pre- service training to be available for teachers and
indeed that it should be made mandatory for English language teachers. Such training is hoped
to raise teachers’ awareness of TPD as well as of teaching directly, and so lead to teachers
engaging in TPD later differently and in the best possible way. This issue is in the hands of the
MoE.

In Syria, PRESET is not a prerequisite for teaching English at secondary school level. Teachers
can start the profession of teaching straight after graduation in English. This may in turn create
a gap and a challenge for novice teachers between the imagined view of teaching and the
realities of the classroom and they may start teaching with almost no idea about TPD and self-
improvement. Therefore, training for language teachers should be made by the central MoE a
prerequisite qualification for job opportunities in schools. To achieve better results, training
courses are supposed to focus on learners of a specific age range, needs, interest or level rather

than providing general teaching courses, which may not be useful (Emery, 2012).

Availability of continuing training is another issue that needs careful consideration by the
MoE, as TPD is a continuous process that does not take place only at one time during a
teacher's career, as indicated by the participants. Also, such training should focus more on

making teachers more aware of the issue of self-chosen and self-created TPD.

Also, it was felt through the interviews that almost the majority of teachers were not fully
aware of the concept of TPD, although they were in fact pursuing certain types of it. Hence, it
is really hoped that TPD programs in Syria should introduce a fully rounded concept of TPD

for trainee teachers, including the teachers’ responsibilities to pursue it.
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Involvement of teachers in decisions related to TPD and teaching issues rather than considering
them as mere recipients of change. Since teachers are in effect, the executors of change, they
need to be given full rein to make their voices heard as they are the most important and pivotal
part in the process of TPD. This issue is in the hand of head teachers, trainers and subject

Supervisors.

The study strongly recommends that all other stakeholders should encourage and facilitate
more interaction between teachers and other stakeholders and among teachers themselves as
this will in turn create a friendly school environment, where all work for a defined objective:

improving TPD will definitely positively affect students.

Pay more attention to the countryside TPD problems, since teachers in the countryside suffered
from lack of many types of TPD there which are almost unavailable (e.g. training courses,
workshops etc.) and even when they are available, they find teacher training programs below

their own expectations and not really useful. (local education centre)

Availability of recording facilities for teachers and encourage teachers to record themselves
teaching as part of their own TPD. (head teachers in cooperation with the local education

center).

It was felt that the focus of the teacher’s diary encouraged by some Stakeholders is meant to
be lesson plans or the like, hence that may be why most teachers who kept diaries did so for
this function. Stakeholders should promote not just dairies for lesson planning with entries
written before a lesson, but also for retrospection and reflection with entries written after

lessons. (Supervisors’ role).

Concerning the issue of conference, it is recommended that the local education center in Deir-

Ezzor might arrange local regional conferences there.

The Stakeholders and teachers need to be made aware of the wider range of resources/TPD
types (e.g there were several Ed TV channels available in Syria either by satellite from various
countries, or online, since a lot of TV is online nowadays). In addition, they also need to be
made more aware of / value more TPD types that do NOT consist of sources of information

(eg websites, training courses), but are based in teacher reflection on experience.
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6.9 Limitations of the study

Like any other studies, there are some limitations of this study. Overall, the research method
used in the current study proved to be very effective for the purpose of the study: semi-
structured interviews, despite having to be conducted via Skype rather than face to face in
person, yielded unexpected data that are characterized by wealth and richness. Interviews with
both teachers and other stakeholders were really useful and due to the richness of data a
questionnaire was not used as was initially planned for. In particular, the pilot study was really
an important step as it helped in changing some questions of the interview to make it clearer
and to yield more information. It also gave me the chance to practice the interviewing
technique with an eye to time management. The research would however, have benefited from
conducting some classroom observations of teachers so as to see any effect of pursuing TPD
on their own teaching practices. However, for practical reasons that was impossible due to the
unstable conditions in Syria that were taking place at the time of data collection. Also,
involving a small number of students in the research, by interview or questionnaire, could have
illuminated the effectiveness of the teachers and the actual impact of teachers’ pursuit of TPD

on teaching.

Moreover, with respect to the choice of participants, I was able to successfully maintain a good
relationship with the participants, which was pivotal to provide valid and authentic type of
data, since some of the participants were students of mine and some of the other stakeholders
were colleagues or someone who I knew. It is however debatable how far a sample chosen in
this way is truly representative of secondary teachers in Syria generally. Nevertheless, the
research benefited from this approach in that the majority of the participants expressed a very
positive attitude towards conducting such research and showed a great sense of enthusiasm,
devotion and readiness to participate in the research and I am still in touch with them.
Furthermore, I would claim that through my knowledge of place, people, setting and
acquaintances, I was able to select participants with a suitable range of different experiences
and background information. This may have yielded more varied and interesting data than a

strictly random sample would have. Moreover, my personal knowledge of the participants and
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their context helped to provide more precise interpretations and justifications of participants'

replies.

However, one of the sampling problems faced was that some potential participants I
approached refused to participate in the current research. This could be attributed to the
following reasons. Teachers and stakeholders in that context are not really familiar with the
idea of research, though they were assured of the confidentiality of the research. Also, some
of them were not familiar with the concept of TPD which made them lack confidence to
participate. Probably another issue is the unstable conditions there and some of the other
stakeholders who refused to participate probably were worried to talk about things which they
may consider sensitive issue to talk about such as problems or any other issues affecting TPD.

This did however unavoidably impact on the representativeness of the sample to some extent.

6.10 Suggestions for future action in the context

Something that became apparent during the study was that the majority of the participants
themselves showed a great sense of interest and enthusiasm to participate in this research on
this novel (for them) topic: TPD. They highly appreciated its importance for their own TPD
and some of them called for more research to be carried out in this area and more teachers to
be involved in it. The majority of the participants felt the value of conducting such research as
it could hopefully lead ultimately to important changes in their own practices. This augurs well
for more work of this type in Syria both in terms of need and interest. Indeed, I would argue,
given the paucity of literature I was able to uncover reporting actual studies of TPD of in-
service EFL teachers round the world, that this could be useful in many countries (chapter two

section 2.3).

Four types of such research suggest themselves. Firstly, such studies could echo ours in being
designed to find out basic information about in-service TPD and teachers' attitudes to it, but
be done in different settings such as primary, intermediate or university level, and not only
with teachers of English, but teachers of different subjects as well. Such further studies could,

in addition to teacher interviews such as ours, use observation and interviews with some
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students, as I suggested above. Furthermore, given the importance afforded to beliefs in current
research on teachers (ref to chapter two section.2.5), but the small amount of information I
uncovered from other studies with respect to what in-service teachers understand TPD really
to be, I feel much more needs to be done on this in a range of contexts, given that teacher TPD
beliefs may be the key to understanding and changing teacher TPD practices. In short, what
teachers believe TPD to be needs to be afforded an equal place in research importance with
currently better covered areas such as what TPD teachers engage actually in and what the
effects of that are on their beliefs about teaching and their actual teaching practices, and so

ultimately on students’ learning.

Secondly and importantly it is worth noting that, as I conducted this study, I became aware of
the fact that the research instrument (interview) was really serving two purposes, not one. Its
planned purpose was of course the research purpose of finding out about teachers' ideas of
what TPD was, what TPD they did, whether they thought it to be effective and so forth.
However, it became apparent that the interviews were themselves also behaving like a form of
TPD. The interview questions exhibited an ability to raise teacher awareness of the nature and
types of TPD, possible factors affecting it and so forth, which very likely could in some way
affect teachers' own beliefs and practices concerning their own PD. Some of the participants
explicitly emphasized the fact that the research highly motivated them to think and act
differently and with more awareness about their own TPD. For example, with respect to self-
recording their lesson, some of the teachers were really motivated, liked the idea and even
promised to apply it as a future technique, T4 stated that: “honestly speaking, it did not come
to my mind. If it had come to my mind, I would have applied it. I am sure that it would be one

of the important steps that would help me as a teacher.”

Hence, more research is needed in this area of the possible role of interview questions such as
ours on the TPD beliefs and practices of interviewees. This is particularly important since, for
in-service teachers such as ours who have largely entered teaching with little or no PRESET,
the TPD they do engage in appears to focus primarily on the teachers' beliefs and practices
with respect to teaching methods, and not their beliefs and practices with respect to TPD itself.

Such a research project could take the form of action research to try to measure how far
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teachers became more aware of TPD and/or changed their TPD practices after an interview-

type intervention.

Thirdly, a more ambitious kind of intervention would be one that engaged more with
promoting teacher TPD autonomy. Probably one of the most important achievements of the
current research is that it made the voice of teachers heard. In my context, and no doubt many
others, teachers are often viewed as recipients of TPD and executors of change in teaching
methods rather than as agents of change. Hence more involvement of them in decision making
concerning their views and suggestions about TPD should be considered. While much is talked
about concerning the desirability of learner autonomy both inside and outside the classroom,
it can be overlooked that teachers may in some areas, such as TPD, lack such autonomy. Hence,
another kind of action research project that might be considered, when one day hopefully Syria
returns to some form of normality, would be that of engaging teachers in bottom up
involvement in TPD. This could for example be based on focus group discussion of what sort
of TPD they would really like (elaborating on RQs on this issue), and then enabling them to
pursue it (e.g. by organizing their own teacher mutual help workshops, observations locally
and further afield, online forums and suchlike) and seeing what kinds of TPD they choose and
the effects. Clearly, such a project would however require extensive cooperation between a
researcher and other agencies such as head teachers, supervisors and education authorities (see
implications for stakeholders above). we found that views and roles of stakeholders other than
the teachers are still under researched, and almost no studies exist. I therefore call for more
research to be conducted in this area in general and more specifically in the context of the

study, since this study showed that valuable information can be gained from such sources.

My intention is that, once the situation has settled down in Syria, I will send a summary
written report of the research and its implications to local Education centres, the MoE, and the
Higher Institute of Languages (HIoL). Furthermore, I will myself be working in the HIoL in
Deir-Ezzor. As mentioned in (3.4), the HloL is in charge of offering different types of /
resources for TPD. Hence, I will hopefully be in a position of supervising, recommending and
offering different types of TPD activities there and based on my current study, and the
implications drawn from the findings, certain interventionist procedures will be put into action,

as presented in the following paragraphs.
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First, I aim to set up awareness-raising programs on the pivotal role of TPD and the importance
of pursuing it, and of incorporating the wider concept of TPD into PD/teacher education
programmes, addressed to all concerned with TPD. This would include both teachers and other

stakeholders.

Second, there was clear evidence in the data that the majority of the other stakeholders viewed
TPD as provided top-down, while teachers were more aware of different types of TPD. Hence,
one of the main aims of me will be to raise awareness among stakeholders and teachers,
through workshops and seminars, to encourage greater teacher autonomy through teacher-
centred activities, and ones shared by peers. This is an instance where teacher educators/ PD

providers themselves need to learn and take into consideration.

Third, there is a need for setting up/facilitating TPD activities that emphasize the importance
of creating a school environment that is based on collaboration, cooperation, collective work
and a sense of belonging to a community of practice among all concerned with TPD, that
includes teachers themselves and PD providers, stressing that TPD is the shared responsibility
of all. Furthermore, PD providers, the MoE and local Education centre, should be made aware,
probably through written report of this thesis, that any PD reform should take into
consideration teachers’ needs, beliefs, interests and individual differences concerning their PD
as these can greatly affect their reaction towards it. There is no ‘one size fits all’ TPD. In this
way, teachers’ involvement in decisions related to their PD is indispensable. The report of the
present study should also be used to inform decisions related to PD activities in general, and
to emphasise the need to pay special attention to raising the awareness of teachers who show
resistance/fear of change and to stressing that change is the first step to success and that TPD

is a life-long process.

Fifth, this study highly recommended making pre-service teacher education obligatory. For
this purpose, the Higher Institute of languages can offer such training courses that can prepare
teachers for the realities of the classroom and should be the first step to set them off on the
road of their personal PD journey. Integrating teaching practice/ micro teaching is an important
element of such initial training. Incentives should be offered for teachers upon completion of

such training; certificates, pay-increase...etc.
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Sixth, given the utmost importance of reflection, HloLs in different Syrian governorates, in
cooperation with local education centres, can offer training courses and workshops on how to
reflect, as a form of TPD for teachers to engage in as long as they are teachers. These could
take place either on the site of the course provider or in schools or universities. Teachers can
be introduced to the importance of reflection and trained through requiring them to write
reflectively about notable events in their day to day teaching, or on the training just received
and how they could or could not use it in their own teaching. If necessary, this could be guided
by a checklist of questions to answer. Other techniques are that the trainers give feedback on
teacher activities during an INSET course in a way that prompts the teacher to reflect. Aside
from transmitting their chosen content (e.g about IT in the classroom) INSET courses can be
used to get teachers reflecting about the course, their day to day teaching, and the connection
between the two, rather than just be told theoretically about reflection or left without guidance

to reflect on their teaching.

The written report of the research should also encourage cooperation between the PD providers
including local education centres and MoE, HloL, and trainers to make available online types
of TPD (seminars, workshops, forums, training) so as to transcend the difficulties affecting
TPD arising from contextual constraints, lack of time, travel distances... etc. It was clear in the
data that teachers resorted to these when needed as they find it accessible, flexible, convenient

and effective in terms of time, location and money.

One final and very general implication which I feel emerges relates to those stakeholders who
are in charge of provision of top-down CPD in the context. This includes the Ministry of
Education, the local authorities in Deir-Ezzor and to an extent school headteachers. To all of
these I would suggest that more attention need to be paid to the evaluation of the effectiveness
of whatever TPD occurs. Only in that way, TPD can be developed and improved in a rational
way. Following the occurrence of TPD, Guskeys’ (2000) five levels of impact evaluation need
to be considered. Not only does participants’ reaction need to be considered, but also what
participants actually learned from TPD activities and any implications for organisational
support. Most importantly, change in teacher practices and consequent improvement in

students’ learning are in many ways the really crucial indications of CPD effectiveness.
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6.11 Conclusion of the chapter

To the best of the researcher’s knowledge mine is the first piece of research on TPD of
secondary English teachers conducted in the context of study (city of Deir Ezzor) or the larger
context which is Syria. In addition, the study aims to raise teachers’ awareness and
understanding of the importance of pursuing and enhancing their PD in their career with a
particular focus on EFL teachers in Syrian secondary schools. In other words, the experience
of the interviews that I conducted for her research may raise the participants' awareness. This
may, in turn, help teachers become more self-critical of themselves, find their way on the road
to their and improve their classroom practices.

It is hoped that the implications arising from this research prove useful and would be seriously
taken into consideration not only by researchers, but also by teachers, and other stakeholders
as well as decision makers, especially at the time where this research would be most needed:

at the time of the rebuilding of the beautiful Syria.

Furthermore, in the wider world of EFL teaching quite little research has been conducted on
TPD with regards to in-service teacher beliefs and its different types and from the points of
view of all teachers and other stakeholders. In other words, research often is limited to TPD
provided top down by TPD providers while ours explored the full range of TPD activities. So,
while more research in this area is needed I hope that this study has done something to fill the
gap in this area. It is hoped that a report of this study would be given to other stakeholders and
decision makers in Syria including MoE, MoHE, local education center, who will in turn make

teachers aware of the report (through head teachers and supervisors).
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Appendix A: Form of consent to take part in a research project in Arabic

Sl dmala
45V ARl aud
Lypa (Al A&l s ptad igal)  bail) Jilg A Ciadl) 20 sinll

rs1 e ¢S )

OS5 O das Do A e (el Cnlly AS LS e o) gl Sl e oS S ) 25) By
b An peall 2Kl ol 4l a5l LS )y gan 8 A IS Al (e S oS0 B Canll il
i) 13 laky ALK aas

rdaal) oo 8 e dadd

B IS AR | g ya Lgaity 30 Adliaal) Jilugll Ll o sual) iV Al slae W1 sale cuadl 134
RGBS iy gl Gulaal) 8 iy igall a skl Aadlia s g e

ab sty Adleial) (Cps jaall Claina g ol )b Adleial) GBS g Al paal e o Gl 138 S
Coags LS Lee bl s A b 0 smaal) Leasty () gl kil lladl il g i Sigal)
ALVl b e G50 e g skl ndl il ag sl o) s (S A QL) sl Canl)
& ) Caagn s LS Ay sus (A e pdell Gigall ) phatll JB jad o) palasi 8 N ol gl i

(Y 13080 (553 (e 4368 Dlia )yl Alal L Calisg o3lef ) sSaall IS 131 Lo 48 jaa

D3adIL Cppaall Jigall skl el sl Cpinal) (g1 (ol Cindl) iy lld e 350
L) paad jabiaeS colativall 5 (356 5l Jalas s COLEL (e IS e dlaie V) S o3ke 3 S0l

il
o glaally Llaia¥) s 43 3 Gl 0pS liall Lalil) dpa padlly 4yl o asUl) o

) pn pplanl SY b lg Aald g e A cane ey (S jLALIL ddletal) Auadldl)



297

e A L) axe 5l AS Ll (o aai Aulu il a6l lia Gl Ol 4g i) a6l LS 4y oy ly

A5G AR ad Gl aena g sl

bmoham @essex.ac.uk: !

alal K Jad ) adl) e o jdall

scholp @essex.ac.uk:dwsY!

daulial) AlaY) i3 ollld

medled 5 5 SAall 5 Caadly Aalatial) Cila glaall Caagd g ol 3 aal-

Dl (e uiiadl) dpbidl Ta il ke 5 s

0 lebinadiy ae Allia sl jal G el e iy Ll 5 anlly AS LSRN e (381 -

0 .o shi il o (o Gl 13a S jlie gl i ple e Uil

Ohasie ()50 ey ) e sl sldae) (50 g (g) 8 ad) 13 e il Sl 4y &l

o (o (g (sl i) @l g S, ) gt (B (SIS Ll o 8 4l Gl e o Ul
sl

e slre Ll oy Gl 4l s ind) s eady Ailaial) Jualddl) JS e JalS (S 5 oo DUal o3 a6l
Ol Bl 7 A jadd Y duad il

sl

asd B 1 Sa e il



298

Appendix B: Form of consent to take part in a research project

UNIVERSITY OF ESSEX

Department of Language and Linguistics

CONFIDENTIAL

Title of project / investigation:

An investigation into the Professional Development of English Teachers in Syrian
Secondary Schools

Brief outline of project, including an outline of the procedures to be used:

This project is an attempt to shed light on the different ways teachers try to promote their
professional development at different Syrian secondary schools. This research will address issues
related to the teachers’ beliefs about their professional development, the types of professional
development activities they actually engage in or may ideally like to pursue, the reasons behind
teachers’ choice of certain types of activities and the factors that may facilitate or hinder their
professional development and whether any of the above will differ according to teachers’
background (novice vs. experienced etc.). Stakeholders and professional development providers

will also be asked for their view on teachers’ professional development.

Interviews and document analysis will be adopted for data collection. Confidentiality is
assured for the participants. All personal data will be kept in a password-protected computer
and no names will be associated with anything anyone says in the written report of the research.
There is no risk of negative effects involved in the research and participants can withdraw at

any time freely.
The name and contact Details of the Researcher:
Batoul Mohammed Alnijres - Department of Langunage and Linguistics- PhD student

Email address: bmoham @essex.co.uk
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Name and contact details of the supervisor:

Mr Phil Scholfield email: scholp.essex.ac.uk

Please Tick the appropriate boxes for you Yes No
I have read and understood the project information given above. O O
I have been given the chance to ask any questions related to the project. O O
I agree to take part in the project. Taking part in the project will include being O O

interviewed and audio-recorded.

I understand that my participation is on a voluntary basis. O O
I understand that I can withdraw from the study at any time without giving reasons [ O
and without any penalty.

I understand that my words may be quoted in publications, reports, web pages, O O

and other research outputs.

Details relating to anonymity and confidentiality of the information I provide have [ O

been fully explained to me and I understand that my personal details will not be revealed to

people outside the project.

Name and contact details of the participant:
Participant name.................... Signed.......coooeiiiiiiiiii Date...... lo..... /...
Participant contact details:

Thank you
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Appendix C2: Teachers’ interview questions in English

Background questions:

1-How long have you been teaching English?
2- What is your qualification?

*Propmts:

a- Bachelor’s degree. B- teachers’ diploma in education c-MA degree d-others

3- Have you ever travelled abroad?

*prompts: If yes:

- Where? have you ever been to any English-speaking county?

-How long did you stay, and why?

4-Have you been teaching in this school only or also in any other schools?

*prompts:

If yes, where? How long? What level? same / different material?

6-Have you ever followed any pre or in service training course?

*prompts: if yes;

-how long was the training? Who delivered it? who was responsible for it? where was it?
—what were the nature/ focus of the materials? How often you have such courses, training...etc

The main interview questions for teachers

1- Have you ever heard of the concept of teacher professional development?
*Prompts. (if the interviewee said no, then I would paraphrase it as simple as possible.
For example, I mean the different ways teachers may adopt to improve their teaching

or themselves as teachers in or outside the school context.)
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2- If yes, as a teacher, what do you think teacher professional development is?

*Prompts: - can you please define it in your own words?
-can you please give me examples of it?
3- Do you try to improve yourself professionally?
*Prompts: -If yes, how, please give me examples?
-If no, why, what is the reason behind that?

4- Can you please tell me whether you do any of the following Professional development

activities:

a-Spend some time after a lesson thinking about it? why?

b-Think back generally over a term or course when it finishes in the same way? why?
c-Keep a diary of your thoughts after classes about how the class went? why?

d- Audio or video record your whole lesson or certain parts of it? why?

e-Observe a colleague teaching? why?

f-Be observed by a colleague? Why?

g-Talk informally in the staffroom with colleagues? why?

h-Someone else observe you teach?

i- Teach collaboratively with other colleagues?

j-Attend workshops or conferences?

k. Read teacher journals or online sources about TEFL teaching?
1-Hold parent-teacher evenings or share ideas with students?

m. is there anything else you do to improve yourself?

5-Have you ever used any of the previously mentioned activities to help choosing or designing

different teaching materials and try them out with the class?
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6-Have you ever used any of the previously mentioned activities to try new teaching techniques

and see how they work?

7-Have your ideas about teaching (beliefs) ever changed as a result of any of the previously

mentioned activities?

8-Have your feelings about teaching ever changed as a result of previously mentioned

activities?

9- Is there anything else that you might like to do or may ideally like to pursue? If yes, please

state it?
*Prompts: what stops you from doing it at the moment?
10-Is there anything else that you might like to add?

*prompts: any recommendations or suggestions?

Thanks for your cooperation and help
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Appendix D: An example of teachers’ interviews( T13)

Transcription of the first Teacher interview
R: refers to the researcher

T: Refers to the teacher.

R: first, I would like to thank you for participating in my research. Are you ready now?
T: Yes. Of course.
R: Okay. Can you please tell me how long have you been teaching English?

T: for about six years.

R: have you ever travelled abroad?

T: No, I did not.

R: have you been teaching at one school or at different schools?
T: I'have been teaching at different schools.

R: what are the levels that you have been teaching?

T: well... during the first year of my teaching I taught different levels, at primary and
intermediate schools, then I taught at secondary school. Also, I taught at a private English

language teaching institute.
R: great. And how long did you teach there?
T: for about two years.

R: Ok, as a teacher, have you ever followed any training course whether before or during your

career as a teacher?

T: em.... Yes.

R: what type of training was it?

T: 1 did a teacher’s diploma in education.

R: Great and can you please tell me more about it? Where and how long was it?
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T: of course, it was at the University of Aleppo and it lasted for one year.
R: who supervises and delivers this Diploma?

T: The Ministry of Higher Education supervises it and it is delivered by university lecturers,

who are PhD holders and most of them are from the Faculty of Education.
R: nice, and can you please give me an idea of the subjects or the nature of this diploma?

T: emm...... (thinking for few seconds). Yes, the focus of the diploma is on training teachers
of different subjects on how to deal with students of different levels. In addition, the course

introduces teachers to “theoretical foundations” such as the theories of teaching and learning.
R: great, where there any practical aspect of it?

T: yes, giving, in practice, lessons in schools in the presence of colleagues and the supervisor

and then get some feedback from them.

R: That is nice. What is your qualification?

T: I hold a Bachelor Degree in English and a teacher’s diploma in education.

R: great, have you ever heard of the concept of teacher professional development?
T: yes

R: where did you hear about it?

T: when I went to study the diploma that is available in Syria, called a teachers’ diploma in
education as this diploma is studied by teachers with different specialisations and lasts for one

year.

R: ok, and can you please define the concept of teacher professional development in your own

words?

T: emm... I think that teacher professional development is a practice of training certain subject
teachers before or through the period of teaching in order to equip them with the necessary
skills and necessary experience for managing their classes. These skills may be related to the

same subject that the teacher teaches or it may be general skills of teaching and learning.
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R: ok, nice and can you please give me any example of that?

T: emm...there are many examples of that. For example, observing the teacher while teaching.
A novice teacher may have his class monitored by an experienced teacher followed by
feedback given by the experienced teacher. Or in some cases the head teacher can be the
observer. Another example is, attending presentations delivered by more experienced teachers
and these teachers may talk about their teaching experiences, especially if they taught in

different contexts, cultures or levels.
R: that is nice.

T: Also, there is the possibility of the novice teacher attending lessons of more experienced
teachers and then they may have a meeting after the lesson to talk about it. Also, there are

“technical workshops”.
R: and what do you mean by that?

T: they are workshops that aim at introducing teachers to modern technologies and how to use

them in class.
R: Nice words and in your opinion what is the aim of teacher professional development?

T: I think... to equip the teacher with the necessary skills and needed experience for managing
their classes and as I mentioned earlier these skills may be related to the same subject that the

teacher teaches or it may be general skills for teaching and learning.
R: Wonderful and as a teacher do you try to improve yourself professionally?

T: in general, I tried all the things that I mentioned as examples of teacher professional
development especially, I attended technical workshops and seminars given by colleagues and

I also attended lessons of more experienced teachers.

R: you have good ideas. Now we will move to talk about a list of activities and I would like to

know if you do any of them.
T: OKk, that is fine.

R: Do you spend some time after a lesson considering what went well or badly during it or

anything interesting that happened?
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T: No

R: why?

T: no, I do not do that after the lesson, but I do that termly.
R: did you find it useful?

T: yes. It helped me consider which part of the lesson worked well and which one did not, so

I work to improve it in the future.

R: do you keep a diary of your thoughts after classes about how the class went?
T: no, because I do not like writing down everything.

R: and what about audio or video recording your whole lesson or certain parts of it?
T: No, it did not come to my mind before.

R: do you observe a colleague teaching?

T: yes

R: why?

T: to benefit from their experiences.

R: and have you ever been observed by a colleague teaching?

T: yes

R: why?

T: to get feedback and suggestions to improve my teaching

R: do you talk in the staffroom with colleagues?

T: yes, almost every day.

R: and why?

T: in order to share ideas, experiences and suggestions.

R: can you please give any example of these, please?
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T: well... for example we may talk about how to give a certain grammatical rule in a simple
way for students, how to manage the classroom and how to increase students’ participation
and we may even talk about certain training such as integrating technology into education or

any other issues related to teachers or the school.

R: do you teach collaboratively with other colleagues?
T: No

R: why?

T: because of the school system, as every teacher should teach his own class by himself. I do

not think that we are allowed to teach collaboratively.
R: and have you ever attended any conferences?

T: No

R: why?

T: unfortunately, there are not any conferences for teachers in the city of Deir-Ezzor. And

probably the current problems in Syria may make it difficult to travel somewhere else.
R: and what about workshops?

T; Yes, such as the ones on technology and the modern method of teaching.

R: Do you read teacher journals or any online sources about TEFL teaching?

T: yes, often, there are lots of specialized websites for teachers and Facebook websites.
R: and do you usually hold parent-teacher evenings at school?

T: yes, we have them almost twice a year.

R: and what do you usually do during such evenings?

T: different issues, good teachers and students with good performance may be awarded
certificates, teachers and parents may discuss issues related to students' achievement and may

also get some feedback from the parents as well on their teaching or the subject they teach.

R: do you get feedback from the students on your teaching?
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T: no, it did not come to my mind.

R: No problem and have you ever depended on any of the mentioned activities to help choosing

or designing different teaching materials and try them out with the class?

T: mm...Yes, observing teachers who are more experienced than me gave me ideas on how to
improve my teaching materials. My presence as an observer in the class allowed me to
carefully examine the positive as well as the negative aspects of the lesson and makes me think

of the materials that I prepare for my lessons.

R: great, and have you ever used any of the mentioned activities to try new teaching methods

and see how they work?

T: (...thinking) yes, once I attended a workshop on the class seating arrangements and the
teachers’ talks at the workshop greatly inspired me that there are two seating arrangements that
suit students with different levels and also suit different activities. Now, I have different seating

arrangements in my classes.

R: lovely and have your ideas about teaching ever changed as a result of any of the activities

that you mentioned?

T: emm...yes, I learned from more experienced teachers the use of papers where they write on
them certain abbreviations for correcting students’ papers and they give their students feedback
on their writing. [ used these and they were successful. Later on, I designed my own correction
style and my colleagues used it to correct their own students’ papers. It was something

interesting and very useful.

R: great and have your feelings about teaching ever changed as a result of depending on any

of the activities you mentioned?

T: yes, observing other teachers teaching increased my self-confidence. This experience gives
me the chance, as an outsider, to feel which teaching strategies work best for the students and

it also helped me to give up some teaching ideas which I thought to be right and useful.

R: Is there anything else that you might like to do or may ideally like to pursue and which may

not be available at the moment?
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T: yes
R: can you please mention it?

T: well...I think that teachers everywhere should have the opportunity of observing other
teachers with different levels and teaching experiences. I still wish to observe my colleagues
in the profession. Also, it will be interesting if I have the chance in the future to observe

colleagues of different nationalities.
R: lovely, and what prevent you from doing it now?

T: I am overwhelmed by teaching. Also, it is very rare to meet teachers with different

nationalities in this city.
R: Any suggestions?
T: no

R: Thank you so much for your time and wish you all the best.
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Appendix E1: Interview questions for stakeholders in Arabic
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Appendix E2: Interview questions for stakeholders in English

1-What is your qualification and occupation?

2-How long have you been in this profession?

3-Have you ever heard of the concept of teacher professional development?
*Prompts: examples please?

4- Are you aware of any of the ways/ strategies adopted to improve TPD?

5- Do you usually try to improve teacher professional development?

If yes, how?

6- Do you think that teacher professional development is optional or obligatory?

7- Do you think teachers generally show interest in pursuing their professional development?

any noticeable kind of improvement?

8- Are there any factors that may facilitate or hinder teachers’ professional development? If

yes, please state them?

9- Are there any TPD strategies that you would like teachers to follow ideally to improve their

own TPD?

10- Any recommendations or suggestions with this regard?

Many thanks for your time and participation
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Appendix F: An example of other stakeholders’ interviews

S2

R: refers to the researcher
S: refers to the stakeholder

R: first of all, I would like to thank you for participating in my research, and I would like to

assure you of the confidentiality of the research and the concealment of your identity.
S: ok

R: can you please tell me what is your qualification?

S: ' hold a Bachelor Degree in Arabic.

R: can you please give me an idea about your work experience?

S: first I worked as a teacher in primary schools, then I was appointed as a head teacher, after
that I worked in the Department of <not stated to ensure identity cannot be traced>in the local

Education Center.
R: and how long have you been working at these jobs?

S: well....as a teacher, I worked for about ten years and as a head teacher, I worked for about

15 years, and I have been working at the local Education Center for about 13 years.

R: great, you have a good working experience in all of these jobs. So, during this long working
experience in all of these fields, have you ever heard of the concept of teacher professional

development?
S: yes, I heard of this concept before.
R: wonderful, and could you please give some examples of it?

S: well... such as the model practical lessons given by experienced teachers and the use of

educational methods and technology in practice at school.
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R: ok nice, as someone who is in charge of teacher professional development, are you aware
of any of the ways that are currently available for teachers of English to engage in professional

development in the city of <not stated to ensure identity cannot be traced>.

S: yes, there are lots of things available for teachers in Syria in general and in <xxx> in

particular. And the Ministry is still working to add what is new in this field.
R: great, can you please give some examples?

S: emm...For example, there are ministerial training courses offered by the Department of
Training and Qualification in accordance with the Department of the Curriculum. Reading
books and sources on teaching methods, training in modern educational technology, being
updated on all that is new concerning methods of assessment and new methods for oral and
written tests, and improving teachers academically, professionally, personally and

educationally speaking.

R: great, you have mentioned “ministerial training courses” can you please talk more about

them?

S: yes...usually these courses last for about three days, they are delivered by English subject

superintendents and sometimes foreign experts may also deliver them.
R: where and when do they usually take place?

S: usually they take place at schools and during the weekends.

R: and what is the purpose behind such training?

S: well.... to introduce teachers to the new English syllabus and how to teach it in a simple
way to the students with a focus on teaching methods and as you know the Syrian syllabus has

recently undergone many improvements and changes.

R: great and does the local Education Center try to sustain teachers’ professional development

in any way?
S: yes, through planning for teacher professional development.

R: great, how, could you please explain more?
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S: yes, the local Education Center aims to encourage head teachers and superintendents to
effectively work on and sustain teacher professional development and work on facilitating and

offering teacher professional development activities.
R: how, could you please specify more please?

S: well .... it is through involving people who are well-qualified and experienced in teacher
professional development activities, ensuring the availability of resources and materials of
high quality, holding the teacher professional development activities in a friendly environment,
showing the relationship between what is theoretical and practical, actively involving teachers

in teacher professional development activities and applying them.
R: and what do you mean by “practical professional learning”?

S: emm...there are lots of examples of that: for instance, observation of teachers in classrooms
by superintendents, encouraging working in groups and mutual respect, holding workshops to
exchange ideas on knowledge gained from professional development activities, rewarding

those who participated in and performed well in teacher professional development activities.

R: wonderful and I would like to ask you about two things, what do you mean by “materials

of high quality”?

S: for instance, providing schools with the internet, special rooms equipped with computers,
LCD projectors and offering teachers workshops on technology, or ICDL, for free. Also, there
is an important matter pursued by the Ministry of Education in the field of teacher professional

development: it is evaluating professional development.
R: and how?

S: through collecting data and analyzing it, on the participants’ reactions and then taking

decisions based on that.

R: Ok and do you think that teacher professional development is something optional or

obligatory for teachers?
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S: well... some teachers attend training courses by their own choice because they respect
themselves and love their own profession and want to improve themselves. And I think that

teacher professional development should be obligatory so they can work in the best way.

R: and do you think that teachers generally show interest in their own professional

development?
S: a few teachers show a noticeable interest in pursuing their own professional development.
R: and is there any noticeable improvement?

S: a few teachers showed interest in pursuing their own teacher professional development and
we feel the fruits of this improvement in them, their students and through their relationships

with their school administration and students’ parents.

R: wonderful, and do you think that there are factors that may facilitate or hinder teacher

professional development?

S: yes, what might facilitate teacher professional development is holding workshops at schools,
initiating practical learning groups where they identify a certain problem or issue and then
discuss the possible solutions to solve it and deal with it, initiating discussion groups to discuss

new requirements, policies and teaching methods and how to apply them in schools.

R: great and in your opinion what are the things that may hinder teacher professional

development?

S: emm.... the things that may hinder teacher professional development may be represented
by: weakness of the teacher professional development programs themselves, connecting
teacher professional development with promotion, lack of strong leadership, fear of change or
opposing it because of the challenges that it may entail, lack of information on teacher
professional development programs, lack of the desire to work collaboratively, lack of material

and moral incentives.

R: great, and do you have any suggestions or recommendation concerning teacher professional

development?

S: emm.... I suggest the following:
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The availability of trustworthy critical colleagues who can ask questions, and make comments
so the teacher may benefit from them. Initiating ways for working in cooperation with other
teachers, exchanging ideas and experiences with other schools, keeping teachers updated with
new ideas and sources. Improving the creative side of the teachers and helping them to put into
practice their ideas. Qualifying staff who will be concerned with the issue of teacher
professional development through offering them scientific and academic scholarships to the
developed countries in this field, emm.. giving more importance to the profession of teaching
and teachers. Choosing the outstanding students who performed well in their baccalaureate
exam and directing them to the profession of teaching and tempting them with certain

incentives better than those of other professions.
R: you have just mentioned the word “tempting” can you please give an example of this?

S: emm... for example offering for them to study for free at the university and to be paid
monthly salaries during their study, to be employed immediately after graduation, offering
them tempting material incentives to buy books and magazines, and life-long medical

insurance, shortening their working hours and giving them full salary once they retire.
R: and what is the aim behind your last suggestion concerning “tempting outstanding students?

S: the aim is to find the teacher who is characterized by being serious, loyal and who works by
himself to improve himself and his profession and who will be a role model to his students and

his society because investment in the field of education is the best treasure of the home country.

R: great and very nice suggestions and I hope that they will all be taken into consideration and

it is a pleasure for me that you participated in my research.

S: thank you and wish you all the best.
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Teachers’ background information

Teacher ID | Sex | Age | Years of | Qualifications | Travelling | Any kind of
code experience abroad training/course
T1 M | 20s | 4years BA No 4 months training
MA (doing it at Damascus
at the time of University
the interview)
T2 M | 20s | 4years BA No ICDL
T3 M | 30s | 3years BA, applyied | Yes: English language
for MA America: course at the
degree worked at H.I.L(Higher
oil institute of
company, Languages)
6 months
T4 M | 20s | 3years BA Australia: | -On week training
educational | (MoE)
countryside cultural -Language
exchange, | institute: 6 mths
6 months
TS M | 20s | 3years BA Egypt: No, affected by
countryside MA student Imnths. the problems
ECE
T6 M | 20s | 3years BA No No: affected by
Countryside the problems
T7 F 20s | 8years BA No, affected by
MA student the problems
-TOEFL course
-3weeks general
training
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T8 20s | Syears BA, applied | no No affected by the
countryside for MA problems
T9 40s | 14 years BA -Integrating
teachers’ no technology into
diploma in education 3mnths
education - training course
on TM of the new
syllabus of
English:3days
T10 50s | 35years BA Lebanon -Teacher
and Egypt | qualification
tourism training course:
visit 20 days
-Integrating
technology into
education
T11 50s | 18 years BA Yes to
Teachers’ U.AE for
diploma in working:
education 3yrs
T12 20s | lyear and | BA No No training
countryside a half Student doing | Affected affected by the
teachers’ by war war
diploma in

education
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T13 30s | 6years -BA no Workshop on use
of technology
-teachers’
diploma in
education
T14 30s | 10years -BA Lebanon, Integrating
-teachers’ Turkey and | technology into
diploma  in | Jordan: education.
education tourism
T15 40s | 20years BA To K.S.A: | Integrating
MA work Syrs | technology into
education: 2wks
T16 30s | 11 years -BA no - Integrating
And technology into
teachers’ education: 2wks
diploma in - Training course
education for the new
English syllabus
T17 40s | 14yrs -BA Lebanon: - Training course
-teachers’ tourism for the new
diploma in English syllabus
education -TEFL course at
the British
council in Dams
T18 30s | 16yrs BA Kuwait: -training course in
Syrs work | Kuwait: 2 weeks

-TOEFL course
-ICDL
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-Language course
of

English, French,
German
-Integrating
technology into

education.

T19

30s

7-8

months

BA

No

-English
language courses
in the American
institutes in
Damascus for 2

months

T20

40s

17 years

BA

no

ICDL
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Other stakeholders’ background information

ID code Position (Note that some roles are | Qualifications and year of
deliberately left vague to preserve | experience in the current position
confidentiality)

S1 Trainer of trainers on the ITE program BA in Maths, Higher diploma in
technology and information, more
than 11 years

S2 Important position in local education | BA in Arabic, 13 years
center

S3 Superordinate of informatics and Trainer | BA in science, 10 years
on ITE program

S4 Lecturer in Faculty of Education at a | PhD in education, more than 25 years
university

S5 Important position at central MoE BA in English and teachers’ diploma
in education, more than 10 years

S6 Superordinate of English BA in English and teachers’ diploma
in education, 9 years

S7 Trainer on ITE program BA in informatics engineering, more
than 6 years

S8 Educational superordinate BA in education, more than 5 years

S9 Educational superordinate BA in Arabic, more than 6 years

S10 Superordinate of English BA in English, more than 10 years

S11 BA in Islamic education, teachers’
Trainer on ITE program diploma in education, more than 8

years

S12 superordinate of English BA in English, teachers’ diploma in
education, Master Degree in
Linguistics, more than 12 years
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S13 Superordinate of English BA in English, teachers’ diploma in
education

S14 Works at local education center BA in education, teachers’ diploma in
education

S15 Head teacher of a state school in the city | BA in social science, Diploma in
Arabic language, almost 3 years

S16 Head teacher of a state school, in the city | BA in Arabic, Masters’ Degree in
Arabic, 6 years

S17 Head teacher of a state school in the | BA in national Education, teachers’

countryside diploma in education, 6 years
S18 Teacher trainer on ITE course BA in science, teachers’ diploma in

education, 7 years
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Table 5.3 relevant to RQ2 and RQ3
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Table 5.7 List of PD activities reported by Syrian teachers with summary of responses concerning

time, place, freedom of choice.

List of activities

Future ),
current (C), or

past (P)

Imposed (1),
self-chosen (SC)

or

Done while in relation to:
-state school (SS)

-private school (PS)
-private home classes(PH)
-private institute (PI)
-university (U)

-Home (H)

-no location

(NS)

specific/other

Reflection after

C:T1,T2,T3, T4,

SC: T1, T2, T3, T4,

SS: T1, T2, T3, T4, TS, T7, T8,

class TS5, T7, T8, T9, | TS5, T7, T8, T9,|T9, T10, T11, T12, T15, T16,
T10, TI11, TI12,|T10, TI11, TI12,|T17,T18,T19,T20
T15, T1e6, T17,|T15, TI16, T17,
PS: T5
N/A (Te, TI13, | T18,T19,T20 T18, T19, T20
T14) PI: T5, T1
C:T2,T3,T5,T7, | SC: T2, T3, T5, T7, | SS: T2, T3, TS5, T7, T9, T10,
T9, T10, TI13,|T9, T10, T13, T15, | T13,T15,T17,T19, T20
Reflection on

previous term

T15, T17, TI19,
T20

T17,T19, T20
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Keeping adiary | P: T1, T2, T8, |SC: T1, T2, T8, |SS:Tl, T2, TS, T10, T14, T17,
/ Lesson report | T10, T14, T17,|T10, TI14, TI17,|TI18,T20
T18, T20 T18, T20
P: T1, T2, T5, T6, | I: T6 SS: T15
T7, T8
Self-recording SC: T1, T2, T5, T6, | PH: T6, T19
C:T1, Te, Ti12,|T7, T8, T12, T15,
U: T1, T2, TS5, T7, T8
T15, T19 T19
H: T12
Observing C:T1,T13,T19 |I1:T1, T2, T4, T7, SS: T1, T8, T9, T10, T12, T13,
colleague T15, T16, T17, T19, T20
P: T2, T4, T7, T8, | S: T1, T7, T8, T9,
T9, TI10, TI12,|T10, TI12, TI13,|U:T1, T2, T7
T15, T16, T17,|T15, TI16, T17,
PI: T4
T20 T19, T20
Observed by | C: T1, T9, TI10, | I. T2, T4, T7, T1, | SS: T1, T2, T9, T10, T12, T13,
colleague T12, T13, T19 Te6, T8 T19, T20, T16, T17, T18
P:T1,T2, T4, T6, | S: T1, T9, TI10, | PS: T4
T7,T8,T16, T12, TI13, TI16,
PH: T6
T17,T18,T20, T17, T20, T18, T19
PI: T6, T4
U: T1, T2, T7
Observed by | C:T1,T2,T3, T4, | I. T2, T3, T4, T5, | SS: T2, T3, T4, TS5, T9, T10,
P.D. provider / | T5, T8, T9, T10, | T6, T8, T9, T10, | T11, T13, T14, T15,T16, T17,
anyone else T11, T13, T14,|TI11, T13, T14,T15, | T18, T19,T20
T15,T16,T17,T18 | T16, T17, T18,T19

, T19, T20

T20

PS: T4
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P: T4, T6, T8

SC: T4, T12, Tl

PI: T4, T6, T8

U: T1, T17

Staff room talk

C: T2, T4, TS5, T,
T7, T8, T9, TI0,
T11, TI12, TI3,
T14, TI15, TI16,
T17, T18, TI19,
T20

SC: T2, T4, TS, T6,
T7, T8, T9, TI0,
TI11, TI2, TI3,
T14, TI15, TI16,
T17,T18,T19, T20

SS: T2, T4, TS, T6, T7, T8, T9,
T10, T11, T12, T13, T14, T15,
T16,T17,T18, T19, T20

PI: T4

Co-operative

P:T1, T2, T4, TS,

ILT1, T2, T4, T5,

SS: T16, T17, T20

teaching T6, T7, T16, T17, | T6, T7, T16
PS: T4
T20
SC: T15,T17,T20
PH: T7
C:T15
PI: T15
U: T1, T2, T5, T6
Workshops P: T3, T4, TS5, T7, | 1. T3, T4, T10, T13, | SS: T3, T10, T13, T15, T16,
T10, T13, TI15, | T15, TI16, T17,|T17,T18, T19,T20
T16, T20 T18, T19, T20
PS: T4
C: T1, T17, T19, | SC: T1, TS, T7,
U: T1, TS5, T7
T18
Conferences No one N/A
Internet: C:T1,T2,T3, T4, | SC: T1, T2, T3, t4,
Facebook or | TS5, T6, T7, T8, | TS, T6, T7, T8, T9,
Whats up | T9, T10, TI11,|T10, TI11, TI12,
communication | T12, T13, TI14, | T13, T14, TI15,
programmes T15, Ti16, T17,|T16, TI17, TI18,
T18, T19, T20 T19, T20
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Internet: C:T1,7T2, T3, T4, | Ss: T1, T2, T3, T4,
information, T5, Te, T7, T8, | TS, Te, T7, T8, T9,
websites T9, TI10, TI11,|T10, TI11, TI12,
T12, TI13, TI14,|T13, T14, TI15,
T15, T1e6, T17,|T16, TI17, TI18,
T18, T19, T20 T19, T20
Students’ P: T4, T5 SC: T4, T5, T6, | SS: TS5, T12
feedback T12
C:T6,T12 PS: T4
PH: T6
Watching T.V | P: T10 SC: T10 SS: T10
Training P: T2, T4, TS5, T6, | I. T1, T2, T4, T9, | SS: T2, T6, T9, T10, T11, T20
T7,T9, T10,T11, | T10, T11, T18, T20
LI: T4
T12, TI13, T4,
SC: T5, T6, T7,T9,
T15, TI16, T17, PH:
1 T12, T13, TI14,
T
T15,Tl6, T17,T19 | U: T5, T1, T9, T12, T13, T14,
C: Tl T15, T17, T16
NS: T2, T7, T19
Parents’ P: T4 I: T4, T7, T9, T10, | PS: T4
Evening T11, TI12, TI13,
C: T7, T9, T10, SS: T7,T9,T10,T11, T12, T13,
T14, T16, TI17,
T11, TI12, T13, T14, T16, T17, T18, T20
T18, T20
T14, TI16, T17,

T18, T20




